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African-American students, particularly males, receive an Office Discipline 
Referral (ODR) more than other students. The problem with exclusionary school 
discipline is that most students affected by the practice are African American. This study 
showed that exclusionary discipline practices can unfairly and unnecessarily place 
African-American students at risk of being outside of the classroom. This study further 
examined the application of disproportionate discipline and examined the influence 
between the independent variables (teachers’ perceptions, cultural awareness, comfort 
levels, teachers’ expectations, or preconceived beliefs) and the application of discipline. 
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The current study examined predictors of teacher referrals for disciplinary actions 
in middle school, potential predictors of teacher referrals for disruptive behavior, and if 
there is an influence in referrals of discipline based on this study’s selected independent 
variables.  
The selection of voluntary respondent’s population for this research were teachers 
that currently teach middle school in the state of Georgia. A set of 83 descriptive 
coefficients were used to summarize the data representative of the sample population. 
The teacher variables in this study were teacher’s race or ethnicity, gender, age, grade 
taught, and preservice training. Sixteen County School districts were contacted to 
disseminate this survey for research. However, only two counties agreed to participate. 
 This study found that 80% teachers in Georgia are White, female, 36 or older, 
and have received pre-service training. The study determined that Teachers’ Perceptions, 
Cultural Awareness, Comfort Level, Teachers’ Expectations, and Preconceived Beliefs 
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African-American students, particularly males, receive an Office Discipline 
Referral (ODR) more than other students. In the state of Georgia, a teacher has the 
authority to refer a student for exclusionary disciplinary action in order to maintain 
discipline in the classroom, communicate effectively with other students while teaching, 
or determine if the behavior of the student poses an immediate threat to the safety of the 
student's classmates (Georgia Department of Education, 2019). 
Exclusionary school discipline practices in Georgia include time-out, in school 
suspension, out of school suspensions and expulsion. Studies show one of the problems 
with exclusionary school discipline is that most students affected by the practice are 
African American (Skiba, Michael, Nardo, & Peterson, 2002). According to Kunjufu 
(2011), African-American students are suspended and expelled at a rate three times 
greater than White students as a form of discipline by their teachers.  
Studies show that exclusionary discipline practices can unfairly and unnecessarily 
place African-American students at risk of being outside of the classroom. Today, less 
than ten percent of suspensions and expulsions are for weapons, violence, or drug-related 
behavior. The other 90% are subjective offenses such as disrespect, excessive noise, 




for more objective offenses such as smoking, leaving school without permission, 
vandalism, and obscene language (Skiba et al., 2002).  
Despite the salience of race in teacher referrals of students, teachers may not 
consider how race, ethnicity, and culture shape discipline in classroom episodes (Gregory 
& Mosely, 2004). It is interesting that in a study examining teachers’ implicit theories 
about disciplinary problems among African-American students, teachers accounted for 
student behavior in five ways: (a) the normal adolescent development trajectory in which 
students search for autonomy; (b) low academic achievement that gives rise to poor 
impulse control; (c) deficit paradigms associated with cultural deprivation; (d) the 
structure, organization, and climate of the school; and (e) teachers’ attitudes and 
behaviors. Teachers did not discuss race, ethnicity, and culture as they relate to discipline 
in the classroom (Gregory & Mosely, 2004). 
Teachers’ lack of discussion of race and ethnicity in their discussions of discipline 
is congruent with educators’ and researchers’ reluctance to discuss the presence and 
influence of racial tension in White teacher–minority student relationships (Stevenson, 
2008). Scholars noted teachers not only perceive African-American males in an 
unfavorable light, but they also attribute any underachievement to their cultural 
deficiencies and not to their own teaching (Corprew & Cunningham, 2012).  
 A study completed by Gregory and Weinstein, (2008) focused on dispositions 
and disciplinary referrals in the classrooms reported African-American students were 
referred significantly more for defiance than were their White counterparts. However, 




expectations for students were viewed by students as more trustworthy; and students were 
more accepting of these teachers’ authority, which suggests that a student’s behavior may 
be a function of both the student and the social context (Gregory & Weinstein, 2008).  
 
Statement of the Problem 
The concept that African-American students facing large disparities of discipline 
goes as far back as when African Americans mobilized to bring public education to the 
South for the first time. It becomes highly important to understand the reasons for 
minority disproportionality in school disciplinary consequences. The explanation as to 
why teachers choose to impose certain consequences on African-American students is 
equally important (Skiba et al., 2002).  
Research has examined the disparities associated with the referrals for suspension 
and expulsion by teachers, but a significant predictor has not been identified (Morgan & 
Wright, 2018).  However, biased perceptions and implicit racial attitudes toward African-
American students may be directly related to disproportionality in discipline. Studies 
show that the disproportionality in disciplinary practices could be the result of teachers’ 
perceptions, racial stereotypes, and implicit bias. Teachers who view children as difficult 
to control are more likely to use punitive disciplinary measures such as suspensions and 
expulsions (Morgan & Wright, 2018).  
In the state of Georgia, teachers and administrators determine the levels of 
consequences assigned to students who violate discipline codes of policy. Currently, 




severity of misbehavior, student’s discipline history, and other relevant factors (Georgia 
Department of Education, 2019).   
However, few studies have examined the influence between Teachers’ 
Perceptions, Cultural Awareness, Comfort Levels, Teachers’ Expectations, or 
Preconceived Beliefs and the application of discipline. The current study examined 
predictors of teacher referrals for disciplinary actions in middle school.  
 
Purpose of the Study 
The purpose of this study is to examine potential predictors of teacher referrals for 
disruptive behavior of students.  More specifically, this study focused on whether there is 
an influence in referrals of discipline based on Teachers’ Perceptions, Cultural 
Awareness, Comfort Level, Teachers’ Expectations, or Preconceived Beliefs. 
This study is important because if African-American students are being suspended 
or expelled in disproportionate patterns of discipline versus other student groups, school 
administration may be able to intervene. The intervention should address the dilemma of 
over selection and over sanctioning of African-American students. First, school personnel 
can begin addressing the differential use of exclusionary discipline with African-
American students. Next, an examination of suspensions and expulsion data should be 
evaluated to ensure that differential discipline is not applied to students based solely on 
their ethnicity or gender. Lastly, research is needed to understand office discipline 
referrals for African-American students and to what extent Teachers’ Perceptions, 
Cultural Responsiveness, Comfort Level, Teachers’ Expectations, or Preconceived 





The research questions of the study are as follows: 
RQ1:    To what extent do Teachers’ Perceptions contribute to disproportionate 
school discipline of African-American male students?  
RQ2: To what extent does Cultural Awareness contribute to disproportionate 
school discipline of African-American male students? 
RQ3: To what extent does Comfort Level contribute to disproportionate school 
discipline of African-American male students? 
RQ4: To what extent do Teachers’ Expectations contribute to disproportionate 
school discipline of African-American male students? 
RQ5: To what extent do Preconceived Beliefs contribute to disproportionate 
school discipline of African-American male students? 
RQ6:    Is there disproportionality in Office Discipline Referrals (ODR) for  
African-American students compared to students of other races?  
RQ7:    What level of diversity training and education do teachers receive before  
entering the classroom?  
 
Hypotheses 
The null hypotheses of the study are as follows: 
H1:       There is no statistically significant relationship between Teachers’ 
Perceptions and student discipline in the state of Georgia. 
H2:       There is no statistically significant relationship between teacher Cultural  




H3:      There is no statistically significant relationship between teachers’ Comfort 
Levels and student discipline in the state of Georgia. 
H4: There is no statistically significant relationship between Teachers’ 
Expectations and student discipline in the state of Georgia. 
H5: There is no statistically significant relationship between Preconceived    
             Beliefs and the application of discipline of the African-American male    
             student. 
 
H6:     There is no statistically significant relationship in Office Discipline 
Referrals (ODR) for African-American students compared to students of 
other races. 
H7:    There is no statistically significant relationship between the level of 
diversity training or education and student discipline in the state of 
Georgia. 
 
Significance of the Study 
School discipline has risen to the forefront of U.S. educational debate as seen in 
the number of studies that identify discipline disparities for different populations 
(particularly for African Americans) within schools, which also document the overall 
ineffectiveness of the dominant current model of discipline used within schools (Barnett, 
Shoho, & Okilwa, 2017). Studies show that teachers in most instances determine the 
consequences of unacceptable behavior and align behavioral expectations with school 




examine their perceptions, cultural responsiveness, comfort levels, expectations, and 
preconceived beliefs as they deliver discipline practices. 
There is a concerning issue that in the United States 83% of public-school 
teachers are White female. It has been reported that these teachers were raised in White 
environments, took few, if any, classes on African-American culture, African-American 
learning styles, African-American history in college and lastly, did not student teach 
African-American students (Kunjufu, 2011). 
Disciplinary policies and implementation within schools contribute to at least part 
of the racial disparity in discipline and involvement in the juvenile justice system. School 
policies and practices have historically lent themselves to disproportionate suspension 
and expulsion rates based on students’ race, gender, and disability (Bryan, 2017). Studies 
show that if the children are in school, they are not in the judicial system. The disparity 
between racial minorities, particularly African-American males, and their White peers 
being incarcerated has generated concern for many years (Gregory et al., 2010). 
The national data on school discipline indicates the inequity of school discipline 
sanctions that involve potential outcomes of juvenile justice involvement because of state 





REVIEW OF LITERATURE 
 
The purpose of presenting this review of the literature is to lay a scholarly 
foundation in order to establish a need for the study. This review covers a historical 
perspective of student discipline in the state of Georgia, teacher referrals as it relates to 




The Historical timeline holds an exceptionally important place in how the 
Educational system for African-American students evolved. 
 
School Discipline in the 19th Century 
Towards the end of the 1900’s, the Civil War ended as well as the legal end of 
slavery. African Americans in the South made alliances with White Republicans to push 
for many political changes, including for the first time rewriting state constitutions to 
guarantee a free public education which brought about challenges for the African-
American student. The first challenge required the historian to look to the total culture for 
the instruments and processes of education and pushes the definition of education beyond 




reinterpreted the educational past from the perspectives of a radical world view which 
required lawmakers to purposes and methods of educating all students.  
In 1896, the U.S. Supreme Court ruled that the state of Louisiana had the right to 
require the separate-but-equal statue. This was known as the Plessey v. Ferguson 
decision, which allowed the federal government to officially recognize segregation as 
legal. One result was that southern states could pass laws requiring racial segregation in 
public schools. African Americans may have been given the right to a free and public 
education, but this did not mean that their education was to be with White children.  
 
School Discipline in the 20th Century 
Brown v. Board of Education of Topeka was a landmark Supreme Court case in 
1954, in which the justices ruled unanimously that racial segregation of children in public 
schools was unconstitutional. The law was premised on the belief that increased rigor in 
schools would serve to improve education for all students.  Brown v. Board of Education 
was one of the cornerstones of the civil rights movement and helped establish the 
precedent that separate-but-equal education was unconstitutional. The case went before 
the U.S. District Court in Kansas, which agreed that public school segregation had a 
detrimental effect upon the African-American children and contributed to a sense of 
inferiority, but still upheld the separate-but-equal doctrine. 
In 1957, a federal court orders integration of Little Rock, Arkansas public 
schools. Governor Orval Faubus sends his National Guard to physically prevent nine 
African-American students from enrolling at all-white Central High School. Reluctantly, 




supports desegregation, but because he cannot let a state governor use military power to 
defy the U.S. federal government. 
In 1954 to 1968, the civil rights movement was in a struggle for social justice 
where blacks fought to gain equal rights under the law in the United States. The Civil 
War had officially abolished slavery, but it did not end discrimination against blacks—
they continued to endure the devastating effects of racism, especially in the South. 
In the late 1960s and early 1970s, the Nationalistic Organizations proved to be the 
end of the Progressive Movement and African-American students were being suspended 
at a rate of about 6%, placing them at twice the likelihood of suspension in comparison to 
White students, (about 3%). From 1973 to 2006, African-American children experienced 
a nine-point increase in suspension rates to 15%. Over this same time, the suspension rate 
for white students also grew, but by less than two percentage points. The African 
American and White suspension gap grew from three percentage points in the 1970s to 
over ten percentage points in the 2000s (Mallett, 2016). 
In the early 1990s, the zero-tolerance policies were developed. They were 
intended to enforce anti-drug policies but quickly became an all-encompassing way of 
life for school discipline. The term zero tolerance may sound like the best way to handle 
all offenses in public schools, but it is often catastrophic. Not every infraction is a black-
and-white issue, and not every misstep by a student is a result of direct defiance. Often 
students with a legitimate social impairment are labeled as disruptive and removed from 




behaved students. If they avoid suspension or expulsion, they placed into classrooms 
where the teacher is focused almost solely on discipline (Lynch, 2017). 
 
School Discipline in the 21st Century 
By 2010, African-American students were over three times more likely than 
White students that were suspended from school (Losen, 2013). The evidentiary impact 
of these policies and disproportionate impact on many of the most at-risk children and 
adolescents supported the use of the harsher school-to-prison pipeline terminology 
(Mallett, 2016). The policies were intended to send unequivocal messages that violence 
and drug use, to any extent, would not be tolerated on school property. These policies 
originally required schools to expel students suspected of involvement with on-campus 
drug use (or possession), violence, or gang-related activity (Skiba & Knesting, 2001).  
Over the years, the zero-tolerance policy has applied to a broader range of 
behavioral problems, such as cigarette smoking and other forms of school misconduct, 
e.g., cheating, swearing, or disrupting the class. One of the criticisms of zero tolerance 
policies was that these get-tough policies have led some students who could have 
otherwise been disciplined by school officials referred to law enforcement (Monahan et 
al., 2014).  
In 2010, Senator Emanuel Jones of Georgia imposed Senate Bill 299 to curb the 
abuse of zero tolerance discipline policies that was signed into law by the Governor of 
Georgia Sonny Perdue. The bill makes allowances for students who commit infractions 
without any intent to harm others.  That legislation changed Georgia’s juvenile criminal 




Now, when a student commits an infraction, juvenile court judges can take the 
circumstances into account before automatically prosecuting them, giving the judges 
more discretion (State of Georgia, 2019). 
 
Teachers’ Perceptions 
Despite the empirically verified influence of epistemic beliefs of teaching, care 
needs to be taken not to assume that teacher beliefs automatically translate into actual 
instructional practice. Several studies have demonstrated that teacher beliefs, 
epistemological or otherwise professed during interviews might not align with their 
practice in their classrooms (Cohen, 1990).  More empirical work is necessary to further 
our understanding on the often-assumed consequential influence of teachers' 
epistemology on their classroom teaching and students' epistemology. 
According to Milner (2006), teachers’ perceptions that African-American students 
do not possess the necessary skills, knowledge, and attitudes to succeed and learn can 
result in the development of curriculum and instruction that falls short of optimal 
teaching and learning. Several scholars have reported that deficit thinking by White 
teachers is one of the most powerful forces working against African-American students 
(Hale, 2001).  
Hale (2001) reported inferior educational outcomes are tolerated for African-
American students in inner-city, suburban, and private school settings. Further, 
Thompson (2004) reported White teachers believed that African-American students 
should not be held to the same academic standards either by their own beliefs or by 




 Milner (2006) documents in their study the assumption that deficit thinking 
inhibits teachers from valuing the knowledge that students, particularly African-
American students, bring to the classroom. In turn, African-American students felt that 
the teachers and their peers had negative perceptions of them, because of the color of 
their skin and the type of clothes they wore. Most students had to deal with stereotypical 
comments daily (Douglas et al., 2008). 
Teachers bring to their classrooms epistemological assumptions formulated from 
their earlier experiences and teachings. These beliefs may well influence significantly the 
way they teach. If a teacher's frame of reference is a dominating factor in the classroom, 
one tends to believe it can have a negative effect on whether the teacher can effectively 
address the educational need of the student (Pang & Sablan, 1995). 
 When a teacher comes into a situation with a pre-conceived notion about a group 
of students, the relationship between the two parties are already at a disadvantage. 
Howard (2000) posited social arrangements of dominance cause privileges to flow to 
certain groups whether those privileges are earned or not. Likewise, penalties, 
punishments, and inequities flow to other groups through no fault of their own other than 
group membership. Teachers’ expectations and teachers’ perceptions of student attributes 
may be biased towards certain subgroups of students.  It is assumed, though, that teacher 
expectations not only depend on student background characteristics, but also teachers’ 
perceptions of student attributes such as working habits, popularity, self-confidence, 




The empirical evidence for an association between teachers’ perceptions of 
student attributes and their expectations for students’ future academic performance is 
limited. Some teachers perceive certain groups of students as inherently having attributes 
such as good behavior, solid work ethic or being socially adaptable. Depending on 
whether teachers’ perceptions of student attributes are considered relevant sources of 
variation, the finding of differences among teachers may have important consequences 
for the development of interventions or tools to improve the accuracy of teacher 
expectations (Lane & Wehby, 2006).  
These consistent findings indicate that—although structural factors may explain 
some of the differences—negative perception by teachers may play an important role in 
discipline referrals. ODRs may not be truly objective indicators of African-American 
student behavior problems, but rather an indicator of the teacher’s uses of removal from 
the classroom as a disciplinary strategy. Regardless of the validity of ODRs, they are a 
significant concern because they are indicators of missed class time for the African-
American student. The estimated time can be between 20 and 40 minutes which 
contributes to poor educational outcomes for the student (Terrance & Susan, 2004). 
Furthermore, African-American students who receive multiple ODRs may be at 
risk for developing a reputation among other teachers or possibly among other students 
for displaying problem behavior, which in turn could increase their risk for subsequent 
discipline problems in the future. Therefore, future research needs to be conducted that 
methodologically traces the influence of teachers' epistemology into their classroom 





Given most teachers come from a middle-class European-American background, 
the biggest obstacle to successful culturally awareness instruction for most educators is 
disposing of their own cultural biases (Lynch & Matthew, 2017). 
In learning about a student’s culture, one must be culturally responsive. An 
example of culturally responsive pedagogy is a student-centered approach to teaching in 
which the student’s unique cultural strengths are identified and nurtured to promote 
student achievement and a sense of well-being about the student’s cultural place in the 
world. Culturally responsive pedagogy is divided into three functional dimensions: the 
institutional dimension, the personal dimension, and the instructional dimension. The 
institutional dimension of culturally responsive pedagogy emphasizes the need for reform 
of the cultural factors affecting the organization of schools, school policies, and 
procedures including allocation of funds and resources, and community involvement 
(Richards, Brown, & Forde, 2007). 
Brown (2004) argues effective classroom teachers must be multicultural and 
possess the skills to provide a classroom environment that adequately addresses student 
needs to validate diverse cultures and advocates equitable access to educational 
opportunity for all. Years of research have focused on preparing and professionally 
developing teachers for working with diverse student bodies.  The studies recognize the 
diverse racial and socioeconomic underpinnings between teacher and student interactions 
(Brown, 2004).  The study also confirmed the need to address these perceptions in 




education-related values that could potentially hinder the educational attainment of 
African-American students (Hollins & Guzman, 2005). 
Several researchers have theorized the overrepresentation of African-American 
students in office discipline referrals and other disciplinary data (e.g., suspensions) reflect 
a potential cultural bias embedded in school discipline practices.  Explanations for the 
over selection of certain African-American students for discipline may include cultural 
mismatch, implicit bias, or negative expectations in the classroom. The cultural mismatch 
thought suggests the classroom culture or the teacher’s culture is at odds with the culture 
of ethnic minority students (Townsend, 2000).  
More specifically, a potential cultural disparity between students and their 
teachers may contribute to the overrepresentation of African-American students in office 
discipline referrals. This possible mismatch in values can increase the likelihood of a 
discrepancy between what African-American students perceive as being appropriate 
behavior and what teachers and administrators hold as acceptable standards for African-
American student behavior (Skiba et al., 2002). 
Teachers working in a school that subscribes to mainstream cultural values may 
interpret culturally normative behaviors of African-American youth e.g., freedom of 
expression as being disrespectful, combative, or argumentative. This potential cultural 
incongruity has also been shown to affect how teachers negatively view African-
American students’ academic capabilities (McAllister & Irvine, 2004).  
A recent study reported African-American students who walked with a stroll were 




aggression, and more likely to need special education services. A similar effect was 
observed among White students who were perceived by their teachers as acting Black 
when exhibiting similar behaviors (McAllister & Irvine, 2004). 
 An individual’s professional training, cultural identities, and ideological 
commitments shape their teaching style. Many teachers acknowledge the influence of 
their professional training on what they do but are not conscious about the influences of 
cultural identities and ideological commitments. This inability to be conscious sustains 
the classroom inequities that emanate from the culturally sanctioned, race-related beliefs 
and norms deeply engrained in the U.S. psyche (McAllister & Irvine, 2004). 
When discussing the topics of inequity and inequality, many teachers, particularly 
white teachers who may be less aware of these issues because of their experience of 
white privilege respond with defensiveness and indifference. Such reactions should be 
curtailed, and teachers’ knowledge be broadened within the classroom from an ethic of 
caring (Parsons, 2005).  
Not all African-American teachers are culturally relevant and not all culturally 
relevant teachers are African American. Cultural relevant teaching requires teachers to be 
familiar with and appreciate the African-American culture and understand the social 
forces that result in inequitable educational experiences (Naman, 2009). 
Although some middle-class African-American teachers may be unaware or 
indifferent to the experiences of low-income students, the underlying assumption is that 
African-American teachers may have an easier time embracing culturally relevant 




White teachers do not meet the needs of their African-American students and in some 
cases lack cultural synchronization. Because of this, White teachers could have lower 
expectations, higher disciplinary and behavior management referrals (Naman, 2009).  
The problem of negative beliefs about African-American children is not new. 
Many educators have written about institutional racist beliefs held by teachers about 
African-American families. However, many people still do not realize it is a problem, and 
teacher education programs in particular need to continue to figure out how to expose the 
reality of racism in our schools. Racism works via unconscious cultural narratives of 
which people are mostly unaware, even while those narratives have a major impact on 
their behavior within their institutions (Lynch, 2017). 
 Sensitivity toward African-American students’ cultural needs must include 
embracing cultural practices and values in the classroom. The tendency for people to 
judge the outside world through a narrow view is based on their own culture and learning 
about the backgrounds. The processes necessary for preparing to teach in a culturally 
responsive classroom can be broken down into three general categories: exploring one’s 




Preservice teacher education programs continue to rely on the hegemonic 
structure of knowledge in teacher education. This structure validates Eurocentric ideas 




frameworks, and research methodologies, which decenter the voices and experiences of 
African-American people that prepare White teachers to teach (Bryan, 2017). 
Most White preservice teachers spend their internship experience in 
predominantly White PreK-12 schools developing a distorted view of the teaching 
profession and contributing to their lack of preparation to successfully teach African-
American students. White teachers need to become more sensitive to the specific needs of 
African-American students and attend professional development workshops that will 
assist them in this understanding of a different culture other than their own. Teachers 
need to be aware of their frames of reference and not let their personal feelings interfere 
with their profession, especially if it is not in the best interest of African-American 
students. The classroom environment should be free of biases and prejudices of all types 
(Douglas et al., 2008). 
Discipline may be a result of questionable interactions between the African-
American student's behavior or behavior provoked from others in the environment 
including the teacher. Research indicates it may be effective teach school personnel how 
to identify teacher fatigued in order not to subject students to unfair consequences. A 
self-review routine just before making a discipline decision such as if-then routines, 
frequently called implementation intentions, may neutralize the likelihood of 
disproportionate discipline from implicit bias, especially in situations that are chaotic or 
ambiguous. Establishing neutralizing routines requires that the school staff identify a 
specific set of vulnerable decision points and develop a brief assessment of self 




 White teachers may be biased against African-American students because they 
accept the stereotype of African-American as either academically inferior, disruptive in 
class, or resistant to teacher authority (McIntosh et al., 2014). Some teachers have a 
higher suspension rate than others because of poor classroom management skills. We 
could reduce the rate of African-American boys being subjected to office disciple 
referrals if teachers improved their classroom management skills (Kunjufu, 2013). 
 
Teachers’ Expectations 
Low teacher expectations of student behavior and achievement is one of the most 
often cited and lingering challenges to effective educational practice. The issue of teacher 
expectations is relevant because it can be linked to low student performance. It is also 
true when teachers maintain high expectations, students can, and often do, meet the 
standards set for them (Khalifa, 2011). 
Teacher expectations should not be thought of as a static and predictable 
phenomenon; the factors that influence the expectations teachers hold for students are 
innumerable and dynamic, race, language, culture, and linguistic status only to name a 
few. Several studies indicate teacher expectations are more likely to be informed by the 
teacher’s realities than the performances of the student (Khalifa, 2011). 
The opinions teachers hold of their students influence the expectations they have 
of their students. Teacher expectations are often lower for African-American students 
than their White classmates. In addition to their race, how students speak, and their 





Research has thoroughly affirmed African-American students can do as well as 
any of their classmates in school. However, several of the factors that contribute to 
student disengagement—such as rejection of racial discrimination resistance to authority 
and irrelevance of academic curriculum may be mischaracterized by teachers as lack of 
student interest in learning. Unfortunately, many factors that may have led to student 
disengagement remain unknown to teachers.  The quality of the student-teacher 
relationship is more closely related to the teacher’s expectations as opposed to the child's 
measured performance and background. Teachers have higher expectations of academic 
performance for students for whom they perceived to have a more positive student-
teacher relationship (Khalifa, 2011). 
 
Preconceived Beliefs 
The African American and White discipline gap asserts teachers’ underlying, 
unconscious negative beliefs about African-American students is preferences toward 
disruption or violence and one of the drivers of differential treatment (Gregory & 
Roberts, 2017).  
Being unfamiliar with a group can lead to generalizing, then to stereotyping and 
in turn produce prejudiced attitudes toward a group. White teachers’ ideology, based on 
fear, misinformation and limited interactions with African-American people, could 
explain teacher’s attitudes about African-American males academically, intellectually 
and behaviorally. The researchers disregard the possibility that large percentages of 
White teachers are overtly racist and act on their racist views in their evaluation of 




rate African-American students more harshly than they deserve because White teachers 
misinterpret aspects of their African-American students’ behavior (Allport, 1954). 
Furthermore, the referral process to be disciplined is based solely on teacher’s 
subjective appraisal of the situation. As such, office discipline referrals (ODR) may be 
susceptible to contextual factors or potential bias. ODRs can have negative effects for 
African-American students, such as reduced opportunities for learning and increased risk 
for truancy, suspension, affiliation with deviant peers, and subsequent school failure 
(Morrison & Skiba, 2001). 
An extensive body of literature reveals White teachers hold lower expectations of 
African-American student’s academic ability and performance, rate them higher on 
disruptive behavior problems, provide higher rates of negative verbal feedback, and 
disproportionately refer them for disciplinary action and special education services 
compared to their White peers (Morrison & Skiba, 2001).  
Teachers have their stereotypes of African-American students, and those 
stereotypes play a role in the teachers’ perceptions of whether students can achieve and 
contribute in the classroom.  Studies show African-American students at times felt the 
teachers expected them to misbehave in the classroom and cause trouble in the school 
because of their race. Trying to earn respect and counter stereotypes can be detrimental to 
African-American students and add an extra burden that could determine whether they 
succeed or fail in school. Racial stereotypes undermine African-American students 




especially teachers. Racial stereotypes exist and associate with differing expectations for 
achievement (Douglas et al., 2008). 
 
Racial Identity 
W. E. B. Du Bois said negative stereotypes are a consistent aspect of the African-
American male experience. Stereotypes manifest in schools and classrooms. The 
stereotypes about African-American male students are pervasive: they are anti-
intellectual and anti-school, they are prone to criminality, and they are hard, unemotional, 
and disconnected from the domestic sphere. These stereotypes have a long history, from 
depictions of African-American men as lacking in moral fiber or intelligence (Givens, 
Nasir, Ross, & De Royston, 2016). 
The now infamous stereotypes are tied to both the structures of racialization and 
the lived realities of students in school settings. Structurally, they are set within 
institutional frameworks that sustain oppression and inequality, where stereotypes 
provide an implicit rationale. At the interpersonal level, they are perpetuated through 
microaggressions or the multiple small-scale ways that stereotypes get deployed in 
interactions to position one as less capable. Microaggressions are common in schools and 
can have severe psychological consequences. Exposure to stereotypes and 
microaggressions also affect black male student’s identities and navigating those 
stereotypical identities is a considerable challenge for African-American male students in 
school (Givens et al., 2016). 
Research has documented how stereotypes influence African-American males’ 




being stereotyped and the burden this imposes upon them. For instance, there was an 
incident where, based on their clothing, a group of high school students was taken for 
gangbangers by a white observer. These racialized exchanges are a form of symbolic 
violence. They are symbols that reflects the tendency to look at African-American males, 
not see them, and then, assault them with stereotypes and negative racial icons. The 
symbols exemplify the subtle and pervasive exercise of symbolic power wielded by the 
American mainstream (Dance, 2002). 
Givens study showed media portrayals of African-American men as less capable 
to succeed and potentially very dangerous. Young African-American men are required to 
navigate these acts of symbolic violence and are bound by the negative presented ideas 
about who they are. The nature of the racial identities of African-American male students 
has questionable implications for their psychological well-being and educational 
outcomes (Givens et al., 2016). 
Research has shown students with stronger racial identities have lower levels of 
perceived stress, higher self-esteem, more adaptive coping strategies, and display less 
anti-social behaviors. Positive racial identities also have a protective function, in that they 
mediate the effect of discrimination experiences, such that students with strong racial 
identities were less likely to develop problem behaviors in reaction to experiences of 
discrimination (Hughes et al., 2009). 
In addition to dealing with community-based factors, African-American male 
adolescents are in a persistent battle for their own social identities or how social others 




unintelligent, and overall, troublemakers and problems in the school systems (Hughes et 
al., 2009).  
Such racist and egregious stereotypes and images of this population have been the 
proposed catalyst in several shooting deaths of African-American male adolescents, and 
perhaps the result of their disproportionate involvement in the criminal justice system in 
general (Hughes et al. 2009). Moreover, some reports in the lay and scientific literature 
have illustrated careless regard and insensitivity to the lives of young African-American 
boys (Tyler et al., 2016). 
 Specifically, current events and news media have shown the very lives of 
African-American male adolescents are placed in jeopardy as soon as they emerge from 
their homes, whether at the hands of law enforcement, members of their communities, or 
their schools. Living in such a racist context such as the United States wholly and 
unapologetically discriminates against and persecutes African-American males (Tyler et 
al., 2016). 
African-American men live under the circumstances and consequences of a 
constant and pervasive threat of racism from discrimination and inequitable treatment in 
public schools, workplace, to fighting for the right to drive or walk or stand in a store 
while being African American.  To the perception that even as young children, the 
African-American male are viewed as threats (Tyler et al., 2016). 
 
Incarceration 
It is unclear whether school discipline increases the probability of arrest or 




predict school misconduct which leads to school discipline and illegal behavior, which 
can then lead to contact with law enforcement (Monahan et al., 2014). 
Based on population estimates gathered and presented by the Office of Juvenile 
Justice and Delinquency Prevention (OJJDP), only 14% of all youth involved in juvenile 
justice are in detention facilities. The United States school districts and juvenile courts 
were never intended to operate in a collaborative paradigm; however, due to children not 
being in school because of disciplinary actions, this is their charge. 
Unfortunately, over the past 30 years, a partnership among schools and courts 
have developed through a punitive and harmful framework, to the detriment of many 
vulnerable children and adolescents. This phenomenon is often referred to as the school-
to-prison pipeline or school pathways to the juvenile justice system. This pipeline is a set 
of policies and practices in schools that make it more likely that students face criminal 
involvement with the juvenile courts than attain a quality education (Dalun, Katsiyannis, 
Barrett, & Wilson, 2007).  
Most of the young people involved in juvenile courts need not be, for they are 
minimal safety risk concerns. In other words, most students pose little to no threat of 
harm to other students, their schools, or their communities. However, those students 
involved in the pipeline, and those who are suspended or expelled from school or 
subsequently held in juvenile justice facilities, have complicated problems and poor long-
term outcomes. Expulsion and suspensions are often part of the explanation for the 




For those African-American students ultimately disciplined within the school-to-
prison pipeline, it is a system that is difficult to escape (American Psychological 
Association, 2008). One must understand discrimination as a contributor to the racial 
discipline gap in schools. Benjamin Elijah Mays, the late president of Morehouse 
College, said racism has its tentacles everywhere.  
 African-American students are more likely to be arrested because they are more 
likely to be picked out for wrongdoing. Despite similar levels of infractions by White 
students relatively similar rates of disruption, African American, Latino, or American 
Indian students may be more likely to be differentially selected for discipline 
consequences (Gregory et al., 2010). 
 Other research has revealed racial disparities in discipline, including 
disproportionately high numbers of African-American students being removed from class 
on discretionary discipline grounds, while Whites had higher rates of punishment for 
nondiscretionary offenses. Several studies have shown being suspended significantly 
increased the risk of dropping out and future contact with the juvenile justice system 
(Losen, 2013). 
African-American males and special education students are most affected by 
overly punitive discipline and more likely to receive disciplinary referrals, be suspended, 
expelled, and placed in a school-to-prison track. The risk of facing harsh disciplinary 
regimes also is higher for students attending an urban school that has a large percentage 
of racial and ethnic minorities. Even in a climate of increasing adoption of positive 




subject African-American students to discipline policies and practices that do not align to 
students’ educational best interests (Irby, 2014).  
African-American children who are arrested and incarcerated are less likely to 
complete high school, and certain types of criminal records limit a potential student’s 
eligibility for federal grants and loans that reduce the cost of a college degree. Consistent 
with this, people who become involved with the criminal justice system, particularly at a 
young age, are more likely to continue to be criminally involved and suffer from 
persistent negative employment consequences of that criminal record (Irby, 2014). 
 
Disciplinary Policies - Interpretations 
For some African-American children, education has not served as the guarantor of 
the American dream; instead, education has functioned as the means through which 
historical inequities have been reproduced. By suspension or expulsion public schools 
exclude about three and a half million students a year. Since the 1970s, many students’ 
chances of exclusion have doubled and tripled. Each African-American student who 
passes through the halls of a middle or high school in the fall has nearly a one-in-four 
chance of being suspended or expelled by the spring. Some schools today will hand out 
more total suspensions than they have students, suspending some students’ multiple times 
(Black, 2016). 
Alarmingly, federal statistics show African-American students are nearly four 
times as likely as their White classmates to be suspended from school systems (U.S. 
Department of Education, 2019). According to the National Center for Education 




comparison with 7.1% for Whites. The effects of this shift are far-reaching for both 
individual students and the overall education system. 
Findings showed misconduct and deviant attitudes were important factors in 
predicting the receipt of school suspensions. However, results indicated African-
American students did not generally misbehave or endorse deviant attitudes more than 
White students (Huang, 2018). Data increasingly shows the frequent use of suspension 
and expulsion to control student behavior creates a negative learning environment that 
incentivizes misbehavior and depresses overall academic achievement. For the struggling 
student, punitive disciplinary environments may produce more misbehavior, not less 
(U.S. Department of Education, 2019). 
When schools suspend or expel students, the next step for a significant number 
will eventually be the juvenile justice system. Moreover, the result is not to create a better 
learning environment for well-behaved students. To the contrary, punitive discipline 
undermines educational outcomes for well-behaved students as well and the ‘‘school-to-
prison pipeline’’ aims to highlight a complex network of relations that naturalize the 
movement of the youth of color from our schools and communities into under or 
unemployment and permanent detention (Meiners, 2011).  
Disciplinary policies and interpretations within schools contribute to at least part 
of the racial disparity in discipline. Negative applications of school discipline are related 
to racial differences in achievement and a hidden inequality embedded within routine 
educational practices. Scholars of race assert subtle and covert forms of discrimination 




inequality occurs indirectly, through the routine enactment of everyday institutional 
policies and procedures (Meiners, 2011).  
Similarly, education scholars have argued that seemingly neutral processes in 
schools conceal certain biases and reproduce inequalities. Indeed, purportedly neutral 
discipline policies that increase the overall use of suspension in schools (e.g., zero 
tolerance) have been shown to exacerbate the racial gap in suspension. Discrimination 
occurs in the courts and correctional systems, which leads to a disproportionate arrest and 
incarceration rate of African Americans (Meiners, 2011). 
 Subjective judgments in sanctioning may be detrimental to African-American 
youth. Morrison noted the application of school consequences such as suspension and 
expulsion represents less a discrete event than a complex process whose outcome is 
influenced simultaneously by student behavior, teacher classroom management, 
administrator perspectives, and school policy (Morrison et al., 2001).  There is 
tremendous local flexibility in the types of infractions that move forward from the 
classroom to the office and in the types of consequences issued by administrators and 
consequences can be modified based on the discretion of the district administration 
(Morrison et al., 2001).  
There is considerable flexibility in the type and length of sanction African-
American students receive for an infraction. For the same offense, one administrator may 
decide to mandate a conference with parents or guardians; a different administrator may 




Wehlage and Rutter (1986) found African-American students were more likely 
than White students to report being sent to the principal’s office and were more likely 
than White students to report being suspended even though they did not report higher 
incidents of misbehavior. Indeed, it may be African-American students are suspended 
and punished for behaviors that are less serious than the behavior of other students. 
 African-American students are more likely than White students to receive severe 
punishments (e.g., corporal punishment, school suspension) and less likely to receive 
milder consequences (e.g., in-school suspension).  African-American students were 
referred for punishment for less serious behavior than were other students and harsher 
sanctions were issued to African-American students. There is a substantial research 
suggesting differential selection at the classroom level contributes in some way to 
racial/ethnic disproportionality in school disciplinary outcomes (Shaw & Braden, 1990). 
Vavrus and Cole (2002) reported a study that listed consistent findings of 
disproportionality in office suggest racial/ethnic disparities in discipline begin at the 
classroom level. In an ethnographic observational study of urban classrooms, it found 
many office referrals leading to school suspension were due to what the authors described 
as an African-American student’s violation of implicit interactional codes (a student 
calling into question established classroom practices or the teacher’s authority).  
 Skiba et al. (2008) reported on findings of referrals based on objective versus 
subjective reasons by race. They found African-American students are more likely than 




strongly suggest some process of differential selection at the classroom level may 
contribute to disparities in discipline. 
 
Georgia Policies and Law 
Georgia law (O.G.C.A. § 20-2-735) requires all local boards of education adopt a 
student code of conduct including standards of student behavior and disciplinary action 
for students who violate the code of conduct. Georgia law also requires school systems to 
provide an opportunity for parental involvement in developing and updating student 
codes of conduct (Georgia Department of Education, 2019). 
Every Student Succeeds Act (ESSA) was signed by President Obama on 
December 10, 2015 and represented good news for our nation’s schools. The bipartisan 
measure reauthorized the 50-year-old Elementary and Secondary Education Act (ESEA), 
the nation’s national education law and longstanding commitment to equal opportunity 
for all students. The new law built on key areas of progress in recent years and made 
possible by the efforts of educators, communities, parents, and students across the 
country. These achievements provided a firm foundation for further work to expand 
educational opportunity and improve student outcomes under ESSA (Georgia 
Department of Education, 2019). 
The previous version of the law, the No Child Left Behind (NCLB) Act, was 
enacted in 2002. NCLB represented a significant step forward for our nation’s children in 
many respects, particularly as it shined a light on where students were making progress 
and where they needed additional support, regardless of race, income, zip code, 




NCLB’s prescriptive requirements became increasingly unworkable for schools and 
educators (Georgia Department of Education, 2019). 
Every Student Succeeds Act reflects many of the priorities of the Obama 
administration: 
• Advances equity by upholding critical protections for America's disadvantaged 
and high-need students (Georgia Department of Education, 2019). 
• Required for the first time— all students in America be taught to high academic 
standards that will prepare them to succeed in college and careers (Georgia 
Department of Education, 2019). 
• Ensured vital information is provided to educators, families, students, and 
communities through annual statewide assessments that measure students' 
progress toward those high standards (Georgia Department of Education, 2019). 
• Helped to support and grow local innovations, including evidence-based and 
place-based interventions developed by local leaders and educators consistent 
with our Investing in Innovation and Promise Neighborhoods (Georgia 
Department of Education, 2019). 
• Sustained and expanded the administration's historic investments in increasing 
access to high-quality preschool (Georgia Department of Education, 2019). 
• Maintained an expectation that there will be accountability and action to effect 
positive change in our lowest-performing schools, where groups of students are 
not making progress, and where graduation rates are low over extended periods 




Georgia Law 20-2-764 defines a problem student as one who exhibits a pattern of 
behavior characteristics which interferes with the learning process of students around him 
or her and which are likely to reoccur. Any time a teacher or principal identifies a student 
as a chronic disciplinary problem the principal shall notify the student’s parent by phone 
or certified mail. The parent is invited to observe the student in a classroom situation, and 
request at least one parent or guardian to attend a conference with the principal or the 
teacher or both to devise a disciplinary and behavioral correction plan (Georgia 
Department of Education, 2019).  
Before any chronic disciplinary problem student is permitted to return from an 
expulsion or suspension, the school to which the student is to be readmitted shall request 
by telephone call and by either certified. One parent or guardian must schedule and attend 
a conference with the principal or his or her designee to devise a disciplinary and 
behavioral correction plan (Georgia Department of Education, 2019).  
Failure of the parent or guardian to attend shall not preclude the student from 
being readmitted to the school. At the discretion of the principal, a teacher, counselor, or 
another person may attend the conference. The principal shall ensure a notation of the 
conference is placed in the student's permanent file (Georgia Department of Education, 
2019). 
 
Atlanta Public School System 
The Atlanta Board of Education has adopted standards for behavior that require 
students to respect each other and school district employees, to obey student behavior 




each school within the district. The school’s primary goal is to educate, not to punish; 
however, when the behavior of an individual student comes in conflict with the rights of 
others, corrective actions may be necessary for the benefit of that individual and the 
school. Accordingly, students are governed by policies, regulations, and rules outlined in 
the Code of Conduct (Atlanta Public Schools, 2019). 
The Code of Conduct is effective during the following times and in the following 
places: At school or on school property at any time; Off school grounds at any activity, 
function or event and while traveling to and from such events; On vehicles provided for 
student transportation by the school system. Students are expected to adhere to all school 
rules and regulations, follow directions, and interact respectfully with fellow students and 
school personnel. All teachers, administrators, and other support personnel are 
responsible for ensuring compliance with the Student Code of Conduct (see Atlanta 
Board of Education Policy JCDA-E.) (Atlanta Public Schools, 2019). 
 
Student Removal 
Georgia Law 20-2-738 and Atlanta Board of Education Policy JDDA provide for 
enhancement of the student-learning environment by improving student behavior and 
discipline. The teacher has the ultimate responsibility for the management of the 
classroom. Accordingly, a teacher shall have the authority to remove from his or her class 
a student who repeatedly or substantially interferes with the teacher’s ability to 
communicate effectively with students in the class or with the ability of the student’s 
classmates to learn. The Atlanta Board of Education defines repeatedly or substantially as 




Cobb County School District 
The Cobb County School District is dedicated to sound discipline practices in the 
continuing effort to provide students in the District an effective and safe learning 
environment, to promote learning, and to encourage maturity during the school day as 
well as during all school-related activities (Cobb County School District, 2019). 
 
Student Removal 
To maintain a safe and orderly environment, a student may be subject to Short-
Term Suspension for the violation of school rules and the Rules of the District. Also, a 
middle school or high school may exercise the option of In-school Suspension (ISS) 
instead of regular suspension by the District’s Administrative Rules. ISS allows a student 
to attend school and complete academic assignments in a supervised setting (Cobb 
County School District, 2019). 
The Cobb County School District is committed to ensuring their schools provide a 
safe and orderly environment in which teaching and learning take place each day.  To 
help facilitate this commitment, the Student Support Office is responsible for providing 
advice to school officials in dealing with discipline matters, providing training for school 
officials to deal with inappropriate student behavior equitably, and protecting the due 
process rights of students who violate school rules and policies (Cobb County School 
District, 2019).  
The superintendent and principals shall and do, fully support the authority of 
every teacher in his or her school(s) to remove a disruptive student from his or her class 




interferes with the teacher’s ability to communicate effectively with students in the class 
or with the student’s classmates’ ability to learn. Where the student’s behavior violates 
the District Student Code of Conduct the teacher shall follow his or her school’s 
administrative referral guidelines and, when necessary, the procedures outlined in 
Administrative Rule JDF-R (Teacher Authority to Remove Students from Classroom) 
(Cobb County School District, 2019). 
 
Gwinnett County Schools 
The Office of Student Discipline and Behavioral Interventions provides 
leadership and support in helping schools and school personnel maintain a safe and 
orderly environment for teaching and learning. The department provides advice to school 
officials in dealing with discipline matters, provides training for school officials to deal 
with inappropriate student behavior equitably, and protects the due process rights of 
students who violate school rules and policies. The Office of Student Discipline and 
Behavioral Interventions offers effective interventions for students and coordinates and 
facilitates the implementation of a harassment-free environment conducive to teaching 
and learning for students and staff (Gwinnett County Public Schools, 2019). 
 
Student Removal  
A student may be removed from class if they have exhibited behavior that 
repeatedly or substantially interferes with the teacher's ability to teach or the ability of 




principals and teachers to remove a student from the classroom under O.C.G.A. 20-2-738 
(Gwinnett County Public Schools, 2019). 
Where a teacher has previously filed a report of a student's repeated or substantial 
interference with the classroom or where the behavior of a student poses an immediate 
threat to the safety of student's classmates or the teacher, the teacher shall have the 
authority to remove the student from the classroom under O.C.G.A. 20-2-738. Each 
school will have a placement review committee. The placement review committee shall 
be responsible for determining the appropriate placement of a student when the principal 
recommends the student be returned to the classroom, and the teacher withholds consent 
for the student's return. The placement review committee shall consist of three members, 
including two teachers and one alternate teacher chosen by the faculty and a member of 
the professional staff chosen by the principal. (O.C.G.A. 20-2-738(d) (Gwinnett County 
Public Schools, 2019).  
There is Mandatory Reporting of Repeated and Substantial Class Interference in 
Gwinnett County. Teachers in the Gwinnett County School District are required to report 
any student's violation of the Student Conduct Behavior Code which repeatedly or 
substantially interferes with the teacher's ability to communicate effectively with the 
students in his or her class or with the ability of the students in his or her class to learn 
(Gwinnett County Public Schools, 2019). Teachers shall report any such incidents to the 
principal or the principal's designee within one school day of the most recent occurrence 
of such behavior. Such report shall not exceed one page and shall describe the behavior. 




send to the student's parents or guardians a copy of the report, and information regarding 




Theorist from different schools of thought look at the issues of inequality and 
oppression through a lens of race, class, and culture. Highlighted are the themes and 
assumptions that different education experiences exist between African-American males 
and Caucasian students.  
This research draws upon concepts from three theories and perspectives as they 
relate to the African-American Male student: Afrocentric Perspective, Critical Race 
Theory, Systems Theory of Social Work and Social Control Theory. Presented here will 
be the positions of the theorist on the oppression of African-American male student.  
However, no theorist has provided a study that discussed the relationship between 
Teachers’ Perceptions, Cultural Awareness, Comfort Level, Teachers’ Expectations, or 
Preconceived Beliefs and the results of Disproportionate Disciplinary actions. 
 
Afrocentric Perspective 
Frederick Douglas said, “if there is no struggle, there is no progress” (Foner & 
Branham, 1998, p. 308).  The Afrocentric Perspective, grounded as it is in humanistic 
values, transcends the conventional pathological view that Blacks, poor, oppressed 
people experience social dysfunction primarily due to internal deficits and character 




groups and dictates. The Afrocentric basis of social welfare has as its basic mission is the 
guarantee of equal opportunities for all people in society to maximize their talents and 
skills (Schiele, 1997).  
The Afrocentric Perspective asserts that differences in culture worldview and 
historical experiences exist between African Americans and European Americans just as 
there are differences between other people of color. For that reason, we must enlighten 
those who respond differently than we do. Deriding each other for processing, thinking, 
feeling, reacting to troubling race-related news in a way you might not readily understand 
does nothing to coax even the slightest bit of solidarity out from behind the shadows of 
fear, pain, and indecision (Clark Atlanta University, 2019). 
Only patience, understanding and affirmation will do that. Let us remember to 
embrace one another but bare our teeth toward racism. We must examine the discipline 
practices and their impact on African-American students. We must produce culturally 
responsive instructional and management strategies to identify school suspensions and 
expulsions of African-American children and youth (Clark Atlanta University, 2019).  
We must identify the complex roles of white supremacy in education, highlighting 
and tracking unequal access to educational opportunity and the disparities of discipline 
for African-American students (Clark Atlanta University, 2019). Racial discrepancies in 
punishment have been commonplace for decades; they will not disappear just because 
researchers or federal officials declare the practice an abject failure. A generation of 
teachers and parents were taught methods are necessary to keep equality and maintain 




Future efforts at discipline reform must reflect fundamental fairness while also 
ensuring orderly schools and welcoming learning environments.  More research, instead 
of legislation or regulation, is needed to assist local educators in helping African-
American students (Coggshall et al., 2013). 
 
Critical Race Theory 
The Critical Race Theory (CRT) provides the ability to name and discuss the 
pervasive, daily reality of racism in U.S. society which serves to disadvantage people of 
color. It also allows one to expose and deconstruct seemingly color-blind or race-neutral 
policies and practices which entrench the disparate treatment of non-White persons 
(Ladson & Billings, 1998).  
It legitimizes and promotes the voices and narrative of people of color as sources 
of critique of the dominant social order which purposefully devalues them. Next, it 
revisits civil rights law and liberalism to address their inability to dismantle and expunge 
discriminatory socio-political relationships. Lastly, it allows explorations of power, 
oppression, and social change and improves challenges to race-neutral and multicultural 
movements in education which have made White students’ behavior the norm (Ladson & 
Billings, 1998). 
As a theory developed to engage such concerns, CRT evokes the responsibility of 
creating synergy between the academy, public schools, and community organizing. It is 
one thing to say racism is part of our daily lives; it is another to engage in the process of 




The Critical Race Theory suggested racism is a normal part of society in America. 
The Caucasian race is reflected in everyday norms that only the most radical of injustices 
are noticed in society. Another aspect maintained a present interest convergence which 
suggested Caucasians will only promote or allow cultural groups to advance when it 
benefits them. This promotion of self-interest allows for a monitored degree of racial 
progress limited by the controls of the majority race. Unveiling the legal, social, and 
cultural operations by which people are assigned and invested with races is one central 
project of CRT (Bell, 1995). 
Exposing and dismantling the usually invisible privileges of White people is a 
related major focus of critical race scholarship. It is important to delve into the constructs 
of race and gender for African-American males. In the application of the CRT, there is 
extensive research that examines the educational challenges that males of all ethnic 
groups face in schools.  However, one could argue these groups do not have the same 
degree of exclusion and disenfranchisement from schools as the African-American 
students (Lee, 2018). 
CRT provides a foundational understanding of the ways marginalized students 
share the structural oppression that hinders help-seeking behaviors and lead to further 
marginalization. Therefore, using the CRT framework: 1-The teacher should maintain a 
consciousness of the ways race and racism influence the experiences of African-
American students. To work effectively with African-American students, teachers must 
consider the broader implications of systemic and interpersonal racialized oppression. 3-




fight against racist ideology, policies, procedures, and norms to begin the dismantling of 
the broader system. They also must consciously and consistently check their privilege, 
adjusting accordingly, to ensure they are diminishing the racialized privilege and power 
dynamic consistently at play (Lee, 2018). 
 
Systems Theory of Social Work 
Systems theory is the interdisciplinary study of complex systems that have a 
concern for improving social conditions for individuals and promoting social justice. The 
Social work profession is concerned with applying social science insights toward 
improving standards of living for individuals and communities. Systems theory is 
valuable to social workers in that it can assist them as they identify, define and address 
problems in social systems (Flamand, 2018). 
Social workers employ systems theory in order to understand the dynamic 
interrelations between individuals, families, institutions and societies. They want to 
identify how a system functions and what aspects of that system have a negative impact 
on people. Systems theory looks at the factors that influence behavior including: family, 
friends, school, social class, and life atmosphere. This theory tries to improve the parts of 
the individual's system and on the positive attributes of their patient's lives that do have 
positive effects on behavior and the overall life system (Flamand, 2018). 
Therefore, social workers look to understand how they can cause positive change 
through the social work system and community (Clark Atlanta University, 2019). On the 
micro level of social work, workers use systems theory to understand the dynamics, 




(Clark Atlanta University, 2019). By using this Theory, they can help the marginalized or 
disenfranchised students harness their own educational potential by identifying 
interventions to help low-performing (behaviorally, socially, or academically) students. 
On the macro level, social workers are concerned about the social welfare of 
entire communities and societies (Clark Atlanta University, 2019). The Social Worker 
can connect students and parents to the outside resources they need to be successful 
during the school day, advocate for fair policies and programs, and promote social 
justice. 
 
Social Control Theory 
Michel Foucault (1980) argued institutions (e.g., schools) confine selected groups 
as a method of controlling or isolating the socially undesirable. According to Foucault, 
schools are institutions that teach people to respond in predictable ways, and education is 
a form of disciplinary power used to maintain social order. Educational practices 
associated with the emergence of innovation and these practices have a central role in 
increasing professionalization and bureaucratization of western society (Dancy, 2014). 
Moreover, these practices have a direct impact on all sections of society through 
mass education. Foucault (1980) viewed power as a mechanism used to objectify human 
beings and bring order through human interactions. Power is used to define and replicate 
what is normal and is used to enforce conformity (Dancy, 2014). 
Three instruments of power serve to control, monitor and classify individuals: 
hierarchical observation (i.e., surveillance), normalizing judgment, and examination. 




schools, among other means and methods of structural oversight. An example of 
hierarchical observation in school is the use of constant observation or surveillance to 
intimidate students from breaking the rules and regulations. Normalizing judgments are 
the standards institutions use to sanction and police the body around behavior, time, 
speech, and sexuality, among other elements (Dancy, 2014).  
Dress codes, for example, enable school personnel to decide whether student 
clothing is appropriate. The examination tool involves power-holders assessing whether 
political subjects fit with or deviate from the norm or mainstream, and then documenting 
the judgment. Deviation from the norm is subject to punishment while rewards are given 
for the ability to stay within normal limits. Foucault found the examination to be the most 
important instrument of disciplinary power because it combines hierarchical observation 
with normalizing judgment (Dancy, 2014).   
Epistemic beliefs or the way one thinks are not commonly discussed in everyday 
conversations, and the instruments of power over others is sometimes an entitlement in 
the White hegemonic society.  However, it has been proposed that beliefs about the 
nature of knowledge and knowing are more implicit than explicit. The benefits of a more 
explicit and cohesive set of beliefs about knowledge and knowing more about different 
diverse and cultural backgrounds are more positive than negative. Existing theoretical 
and empirical work suggests that the more teachers are aware of their epistemic beliefs, 
the more likely they are to (a) have theory-like personal epistemologies, (b) change their 




classrooms, and (d) become more reflective and effective in their practice (Feucht & 
Bendixen, 2010). 
Thus, comparisons between African-American students and White students were 
made including variables (TP, CA, CL, E, PB) to account for within-group differences in 
teacher referrals. However, it remains an empirical question to determine whether this 
theory can account for between-group differences (Junger & Marshall, 1997). 
The current study by application of Theory will determine if (a) true differential 
involvement or the degree to which racial discrimination is reflected in official school 
records or (b) structural or cultural causes to explain differences in the disproportionate 
disciple of African-American students. 
 
Summary of Findings 
Afrocentric Perspective, Critical Race Theory, Systems Theory of Social Work 
and Social Control Theory were all explored in the attempt to address Disproportionate 
Disciplinary actions, however defined reasons on why this occurs was unable to be 
produced through Theory. The theme of the Theories portrayed the marginalization and 
disenfranchisement of the African-American Male. 
The gap in achievement across racial and ethnic groups has been a focus of 
education research for decades, but the disproportionate suspension and expulsion of 
African-American, Latino, and American-Indian students have received less attention 
(Gregory et al. 2010). Notably, African-American students are much more likely to be 
disciplined using out-of-school suspensions (OSS) compared with White students. 




achievement disparity. School discipline is a major source of the racial achievement gap 
and educational reproduction of inequality (Gregory et al., 2010). 
African-American students are more likely than White students to attend schools 
that employ higher levels of exclusionary discipline and are also more likely to be 
suspended than their white peers within the same schools. In other words, the racial 
achievement gap for African-American students reproduce in part through 
disproportionate exposure to exclusionary discipline in public schools (Morris, 2016).  
Particularly for African-American students, the unequal suspension rate is one of 
the most important factors hindering academic progress and maintaining the racial gap in 
achievement. Research has found that, in 2006, over 28 % of African-American male 
middle school students had been suspended at least once, nearly three times the rate for 
White males (Gregory et al., 2010).  
Recent perspectives on the achievement gap emphasize a complex interplay of 
between-school, within-school, and non-school factors, instead of an either-or view.  
Results indicate suspensions have important linkages to student academic achievement. 
African-American students who have been suspended score substantially lower on end-
of-year academic progress tests than those who have not (Losen, 2013).   
The effects of suspension are long lasting, setting into motion a trajectory of poor 
performance that continues in subsequent years, even if a student is not suspended again. 
The results show that academic growth drops precipitously after one early suspension. In 




most directly add to the notion that practices within schools contribute to the achievement 
gap (Losen, 2013). 
The Public-School system is plagued by vast inequalities that all too frequently 
define along the lines of race and class. African-American students are routinely provided 
fewer resources, fewer qualified teachers, and fewer advanced-level courses than their 
White peers. Not surprisingly, they experience high rates of suspensions, lower rates of 
high school graduation, lower levels of academic achievement, and higher rates of 
college attrition (Wald & Losen, 2003). 
By suspension or expulsion, public schools exclude about three and a half million 
students a year. Since the 1970s, many African-American students’ chances of exclusion 
have doubled and tripled. Each African-American student who passes through the halls of 
a middle or high school in the fall has nearly a one-in-four chance of being suspended or 
expelled by the spring. Some schools today will hand out more total suspensions than 
they have students, suspending some African-American students’ multiple times (Black, 
2016). 
Racial and ethnic minorities are disproportionately susceptible to suspension and 
research reveals a strong relationship between school suspension and low academic 
achievement. Previous studies have found racial discrepancies in how punishment is 
administered, even for similar offenses. The results align with evidence of racial 





Findings showed misconduct and deviant attitudes were important factors in 
predicting the receipt of school suspensions. However, results indicated African-
American students did not generally misbehave or endorse deviant attitudes more than 
White students (Huang, 2018). 
Alarmingly, federal statistics show African-American students are nearly four 
times as likely as their White classmates to be suspended from school systems (U.S. 
Department of Education, 2019). According to the National Center for Education 
Statistics (2015), African-American secondary students have a national suspension rate of 
24.3%, in comparison with seven percent for White students, the effects of this shift are 
far-reaching for both individual students and the overall education system. Data 
increasingly shows that the frequent use of suspension and expulsion to control student 
behavior creates a negative learning environment that incentivizes misbehavior and 
depresses overall academic achievement. For the struggling student, punitive disciplinary 
environments may produce more misbehavior, not less. 
When schools suspend or expel African-American students, the next step for a 
significant number will eventually be the juvenile justice system. Moreover, the result is 
not to create a better learning environment for well-behaved students. To the contrary, 
punitive discipline undermines educational outcomes for well-behaved students (Meiners, 
2011). 
This research briefly summarizes the most recent research findings on suspension 
and expulsion as it relates to teacher referrals, why some students seem to be suspended 




that influence teacher referrals.  Variables explored were Teachers’ Perceptions, Cultural 
Awareness, Comfort Level, teachers’ Expectations, and Preconceived Beliefs and if they 
contributed to disproportionate discipline of African-American male students. Research 
has indicated profound differences in the rates of suspension and expulsions of African-
American students. However, none have directly spoken to why this continues to happen.  
Lastly, this research explored a range of conceptual frameworks about how 
teacher referrals are influenced by the variables and addressed how incarceration, 
disciplinary policies, laws, and racial identity contributed to children not being in the 
classroom. The focus was on teachers in hopes that office discipline referrals would 
decrease, and the school Administration address the dilemma of why so many African-
American students are being suspended or expelled from school. By supporting teacher 
learning and promoting changes in teaching referral practices, studies must highlight 
preservice teachers’ involvement and engagement in professional experiences that 
promote changes in teaching referral practices. 
This literature does not address parental involvement between the child and the 








The major objectives of this chapter are to present a conceptual framework for 
delineating the relationship between variables and concepts presented, and to provide an 
overview of the methods used for conducting this study. The following are described in 
this chapter: research design, data collection, description of site, sample and population, 
instrumentation, and treatment of the data. 
 
Research Design 
Descriptive statistics was used to explain if there was a statistically significant 
relationship between the variables of Teachers’ Perceptions (TP), Cultural Awareness 
(CA), Comfort Level (CL), Teachers’ Expectations (E), and Preconceived Beliefs (P) of 
African-American students and disproportionate disciplinary actions in the Georgia 
Public School System were examined.  
 
Dependent Variables 
The dependent variable Disproportionate discipline was measured using a five-
item index constructed for the study with discipline referrals as the reference category. 
Disproportionate discipline is when students who belong to specific demographic groups 





disproportionately—at a greater rate than students who belong to other demographic 




Items for the measure were selected based on their face validity and their previous 
use as indicators of: Teachers’ Perceptions (TP) referred to the way people think-personal 
epistemologies, Cultural Awareness (CA) referred to the ability to appreciate the 
traditions and values of other cultures, Comfort Level (CL) referred to being physically at 
ease-relaxed in the classroom-complacent, Teachers’ Expectations (E) measured how far 
teachers expected students to go in school and Preconceived beliefs (PB) referred to a 
personal belief or judgment that is not founded on proof or certainty; an opinion formed 
beforehand without adequate evidence. 
 
Data Collection 
The principal investigator went to each school during school hours on two 
occasions to conduct the survey. The first was to introduce and disseminate the survey. 
The principal investigator explained the purpose of the study and the type of information 
that would be collected and procedures. All teachers who meet the selection criteria will 
be invited to participate in the survey. The teachers were informed that the surveys are 
random, voluntary and anonymous. No personally identifiable information was collected 
using the survey. Surveys that included any identifying information were immediately 
destroyed. Once the survey data was input into electronic database, the original survey 




original survey. The principal investigator submitted surveys to willing participants. The 
principal investigator visited the schools a second time to pick up all remaining surveys. 
 
Description of the Site 
The settings for the study were in Gwinnett County, Cobb County, and the 
Atlanta Public School systems and were chosen because they provided access to a large 
and diverse number of teachers and students. The schools are from a mix of 
socioeconomic backgrounds and levels, including middle and high schools.  
The Georgia Public School System-- The Georgia Department of Education 
reported 181 school districts with over 2,200 schools that employ over 114,800 teachers 
who educate approximately 1.6 million students every day (Georgia Department of 
Education, 2019).  
The Atlanta public Schools (APS) have 50,000 students, 6,300 employees, and 98 
learning sites and a $1 billion annual budget (Atlanta Public Schools, 2019).  
The Cobb County School District (CCSD) is the second largest school system in 
Georgia and the 23rd largest in the nation. It serves nearly 113,000 students with 112 
schools, including 67 elementary schools, 25 middle schools, 16 high schools, one charter 
school, one special education center, one adult education center and one performance 
learning center (Cobb County School District, 2019). 
Gwinnett County Public School (GCPS)is Georgia’s largest school system 
serving more than 179,350 students, 22,000 employees, 139 schools (80 elementary 
schools, 29 middle schools, 21 high schools, and nine other educational facilities with a 




Sample and Population 
The study sample was selected from Atlanta Public School (APS), Cobb County 
School District (CCSD), and Gwinnett County School District (GCPS). Teachers who met 
the selection criteria were invited to participate in the study. The following criteria were 
used to select subjects from the study. 
A. Teachers that have a bachelor’s degree or higher, passed the GACE 
assessment and completed the Georgia Educator Ethics Assessment. 
B. Teachers that currently teach in middle schools located in the APS, CCSD, or 
GCPS districts. 
C. Each had to have voluntarily agreed to participate in the study. (Appendix B: 
University Internal Review Board Approval Letter). 
D. Each had to speak, read and write English. 
 No personally identifiable information was collected using the survey. The 
teacher variables in this study were teacher’s race or ethnicity, gender, age, grade they 
taught and preservice training.  
 
Instrumentation 
As a first step in the survey, the researcher went to each County department of 
education website to ascertain what discipline data was available. More specifically, the 
principal investigator tried to determine if suspension or expulsion data was located on 
the state’s department of education website and if so, whether the data was disaggregated 





The Center for Civil Rights Remedies (CCRR) has provided an analysis of 
suspension rates in each state for the 2009-2010 academic year and this information was 
available on their website. The Georgia Department of Education provided Assignment 
Counts to ISS and OSS for Middle School Students in “B”, “CO”, “DE” and “G”, 
counties by Student Demographics and Grade Level for the School Years of 2016-2018.  
Next, a survey questionnaire titled “Teacher Referral Survey” consisted of two 
sections with a total of 82 questions. Section I consisted of five questions about the 
characteristics of the respondents. Section II consisted 78 questions: teacher perception 
17 questions; cultural awareness 11 questions; expectation 2 questions; comfort level 20 




Five indices were constructed to measure Disproportionate disciplinary actions of 
African-American Males. The variables that were used are Teachers’ Perceptions, 
Cultural Awareness, Comfort Level, Teachers’ Expectations, and Preconceived Beliefs. 
The items selected have been explored individually and separately however, previous 
studies have not used the measures together in an index to get a composite score of the 
variables that were being measured. Cronbach alpha was used to test the reliability of 
each of the indices.  
The dependent variable is disproportionate discipline. The internal consistencey 




The major independent variables were Teachers’ Perceptions (TP), Cultural 
Awareness (CA), Comfort Level (CL), Teachers’ Expectations (E), and Preconceived 
Beliefs (PB).  Each of the variables (TP, CA, CL, PB) were rated on a four-point Likert 
scale (1=Strongly Disagree    2=Disagree    3=Strongly Agree    4=Agree). Teacher 
expectations (TE) consisted of seven categories (1 = less than high school graduation, 2 = 
high school graduation, 3 = attend or complete 2-year college, 4 = attend but not 
complete 4-year college, 5 = graduate from 4-year college, 6 = obtain a master’s degree, 
or 7 = obtain Ph.D., MD, or advanced degree 
Teachers’ Perceptions (TP) referred to the way people think-personal 
epistemologies. The internal consistencey reliability of the index, as indicated by 
Cronsbach’s Alpha (N=17), was .703. Cultural Awareness (CA) referred to the ability to 
appreciate the traditions and values of other cultures. The internal consistencey reliability 
of the index, as indicated by Cronsbach’s Alpha (N=11), was .484. The scale of Cultural 
Awareness was not reliable. Cronbach’s alpha needed to be higher than .70 for the scale 
to be reliable. 
Comfort Level (CL) referred to being physically at ease-relaxed in the classroom-
complacent. The internal consistencey reliability of the index, as indicated by 
Cronsbach’s Alpha (N=20), was .813. Teachers’ Expectations (E) measured how far 
teachers expected students to go in school. The internal consistencey reliability of the 
index, as indicated by Cronsbach’s Alpha (N=2), was .828. Preconceived Beliefs (PB) 




opinion formed beforehand without adequate evidence. The internal consistencey 
reliability of the index, as indicated by Cronsbach’s Alpha (N=8), was .828. 
 
Treatment of the Data 
The Statistical Package for the Social Science (SPSS) was used to analyze the 
data. Figure 1 illustrates the Data Analysis Plan. 
  
 DV IV  Data Analysis 
RQ1 Disproportionate referrals 
(q1-6, 8,9 11)  
Teachers’ 
Perceptions (q1-q17)  
Descriptive 
statistics (%s) 
RQ2 Disproportionate referrals 





RQ3 Disproportionate referrals 





RQ4 Disproportionate referrals 


















RQ7 Disproportionate referrals 







RQ7 Disproportionate referrals ISS in school 
suspension 





Figure 1. Data Analysis Plan. 
 
Limitations of the Study 
The scope of the study included teachers in the state of Georgia that were willing 




two agreed to be a part of the study. Some Districts like the “A” School District and “G” 
County School District said “NO” when contacted for permission to have the surveys 
disseminated in their districts. Several of the Districts did not respond, and others said no 
due to testing. The “CO” County School District agreed then rescinded their approval 
after the three principals of the approved schools said they would not be interested in 
participating in the research. Therefore, the researcher was left with only a small sample 
size and representation of the Georgia school districts. 
 To determine a sample size that provided the most meaningful results, the 
researcher identified the most potential and available participants, and ensured 
confidentiality. To minimize selection bias among eligible participants, the researcher 
motivated participation by expressing the need for this research. 
The second limitation of the study was based on self-reporting data. The degree of 
validity and reliability of self-reported data depends on the accuracy of respondent’s 
willingness to provide honest responses. The demographic characteristics represented in 
this study are unique to two school districts and findings may not generalize to other 
districts, teachers, or student population. However, the researcher used the Self-report 
measures because they were easily disseminated to respondents and can be used to 
measure constructs that would be difficult to obtain with social or behavioral measures. 
Although there are many problems with using self-report questionnaires, they will 
continue to be a popular methodology in behavioral science because of their utility.  
The third limitation was the sensitive nature of topic. The findings from the 




responsive to features of the survey design. Misreporting a sensitive topic is a motivated 
process in which respondents edit the information they report to avoid embarrassing 
themselves in the presence of other teachers or the repercussions from administrators or 
Principals if results were possibly exposed (Tourangeau, 2007). However, to encourage 
participation in the study, researcher emphasized the value of others learning from the 
findings and how the research findings will be used to advance knowledge in the 
Education field. After reaching out to potential participants, the researcher took steps to 
ensure confidentiality in the study to alleviate concerns of disclosing survey information. 
The fourth limitation was the length of the survey. Respondents received an 
invitation to take a survey that should have taken maybe a maximum of 10 minutes. 
However, for most the survey took much longer survey than they expected going on 15-
20 minutes.  The researcher had a series of 6-7 related questions about the same theme. 
The questions should have condensed into one good question about the variable. The 
researcher needed to stick to a smaller group of key questions, not only would the 
respondents have appreciated the faster survey, but when the researcher started analyzing 
the results, it would have been easier to decipher the responses on a topic when one well-
worded question would have asked. However, the researcher did go to the schools after 
requesting face-to-face meeting time, presented the reason for the research and answered 







PRESENTATION OF FINDINGS 
 
The purpose of this chapter was to present the findings of the study in order to 
examine potential predictors of teacher referrals for disruptive behavior of students.  
More specifically, this study focused on whether there is an influence in referrals of 
discipline based on Teachers’ Perceptions, Cultural Awareness, Comfort Level, 
Teachers’ Expectations, or Preconceived Belief. This chapter presents the findings of the 
study. The findings include demographic data, research questions and hypothesis. 
 
Demographic Data 
This section provides a profile of the study respondents. Descriptive statistics 
were used to analyze the following: gender, ethnicity, grade taught, age, and pre-service 
training. A target population for this research were teachers that currently teach in the 
state of Georgia. 





District     Response 
“A”       No 
“G”      No 
“H”      no response 
“FA”      no response 
“FU”      needed more time to review 
“FO”      no response 
“CH”      said they would call if interested 
“B”      agreed 
“D”      agreed 
“R”      no due to testing of students 
“Co”      3 schools -all 3 principals said No 
“GA”      said they would call if interested 
“BU”      said they would call if interested 
“DE”      needed more time for consideration 
“DA”      no response 
“WA”      no response 
    
Table 1 represents the demographic profile of the study respondents. Included in 








Demographic Profile of Study Respondents (N = 42) 
________________________________________________________________________ 
 
Variable                                            Frequency   Percent 
  ________________________________________________ 
 
    School    School 
 





Male       6      2    17.6      25.0 
 




20-25       4      0    11.8        0.0 
 
26-30     11      1    32.4      12.5 
 
31-35       3      0      8.8        0.0 
 




Black       2      6      5.9      75.0 
 
White     31      2    91.2      25.0 
 












Table 1 (continued) 
_______________________________________________________________________ 
 
Variable                                            Frequency   Percent 
           
    _______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Grade Level Taught 
 
Elementary School     0      0      0.0        0.0 
 
Middle School   34      8  100.0    100.0 
 




Yes     27      2    90.0      25.0 
 
No       3      6    10.0      75.0 
________________________________________________________________________ 
 
Table 1 disclosed 81% of respondents were female and 19% were male, 45% of 
the teachers were age 35 or younger and the majority of the teachers (55%) were 36 or 
older. Table 1 also disclosed nearly 80% of the teachers were White, while the remaining 
respondents were Black (19%) and Hispanic (2.4%). Table 1 revealed 100% of the 
respondents were middle school teachers, of which 76% of the teachers received pre-





experience. They did not work under the supervision of a cooperating teacher or 
experience classroom management and instructional responsibilities. 
 
Research Questions and Hypotheses 
Tables 2-18 represent a cross tabulation of Teachers’ Perceptions and 
disproportionate school discipline of African-American male students. 
RQ1:   To what extent do Teachers’ Perceptions contribute to disproportionate 
school discipline of African-American male students?  
H1:    There is no statistically significant relationship between Teachers’ 
Perception and student discipline in the state of Georgia. 
 
In order to determine if there was a relationship between teacher perception and 
disproportionate school discipline of African-American male students, perception was 
defined as Teachers’ Perceptions (TP), referred to the way people think-personal 
epistemologies. Of the 42 teachers that were surveyed indicated that their perception of 
the African-American male student did not contribute to the disproportionate school 
discipline.  
The majority 79% either strongly disagreed or disagreed African-American 
students have behavioral problems, 98% either strongly disagreed or disagreed African-
American students made them uncomfortable, 98% either strongly disagreed or disagreed 
African-American students are incapable of learning, 98% either strongly disagreed or 
disagreed African-American students are unteachable 90% either strongly disagreed or 





disagreed African-American students are aggressive, 98% either strongly disagreed or 
disagreed African-American students fearful, 93% either strongly disagreed or disagreed 
African-American students’ outright preference not to teach the African-American 
students, and 96% of the respondents either agreed or strongly agreed that every effort is 
made to understand my epistemologies and the effect they have on the students in the 
classroom. 




African-American Students Have Behavioral Problems  
_______________________________________________________________________ 
 
Question 1                                          Frequency                               Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      15      5    48.4    62.5 
 
Disagree         8      3    25.8    37.5 
 
Agree          1      0      3.2      0.0 
 
Strongly Agree        7      0    22.6      0.0 
 







Table 2 disclosed 79% either strongly disagreed or disagreed with the statement 
“African-American students have behavioral problems.” 





African-American Students Make Me Uncomfortable  
_______________________________________________________________________ 
 
Question 2                                        Frequency                                 Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      33      8    97.1  100.0 
 
Disagree         1      0      2.9      0.0 
 
Agree          0      0      0.0      0.0 
 
Strongly Agree        0      0      0.0      0.0 
 




Table 3 disclosed 98% of the respondents strongly disagreed that African-
American students made them uncomfortable. 







African-American Students are Incapable of Learning  
_______________________________________________________________________ 
 
Question 3                                        Frequency                                  Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      33      8    97.1  100.0 
 
Disagree         1      0      2.9      0.0 
 
Agree          0      0      0.0      0.0 
 
Strongly Agree        0      0      0.0      0.0 
 




Table 4 disclosed 98% of the respondents strongly disagreed that African-
American students are incapable of learning. 












African-American Students are Unteachable  
_______________________________________________________________________ 
 
Question 4                                        Frequency                                  Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      33      8    97.1  100.0 
 
Disagree         1      0      2.9      0.0 
 
Agree          0      0      0.0      0.0 
 
Strongly Agree        0      0      0.0      0.0 
 




Table 5 disclosed 98% of the respondents strongly disagreed that African-
American students are unteachable. 












African-American Students are “Up-to-No-Good”  
_______________________________________________________________________ 
 
Question 5                                        Frequency                                 Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      29      8    87.9  100.0 
 
Disagree         4      0    12.1      0.0 
 
Agree          0      0      0.0      0.0 
 
Strongly Agree        0      0      0.0      0.0 
 




Table 6 disclosed 90% of the respondents strongly disagreed that African-
American students are “up-to-no good.” 












African-American Students are Aggressive 
_______________________________________________________________________ 
 
Question 6                                        Frequency                                 Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      29      7    87.9    87.5 
 
Disagree         4      1    12.1    12.5 
 
Agree          0      0      0.0      0.0 
 
Strongly Agree        0      0      0.0      0.0 
 




Table 7 disclosed 88% of the respondents strongly disagreed that African-
American students are aggressive. 












White Students Make Me Uncomfortable 
_______________________________________________________________________ 
 
Question 7                                        Frequency                                 Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      31      8    91.2  100.0 
 
Disagree         2      0      5.9      0.0 
 
Agree          0      0      0.0      0.0 
 
Strongly Agree        1      0      2.9      0.0 
 




Table 8 disclosed 93% of the respondents strongly disagreed that White students 
made them uncomfortable. When compared to the same question in reference to African-
American students, there is a 5% difference in the comfort level of respondents between 
African-American students and White students. However, 2.4% of the respondents 
agreed that White students made them uncomfortable. 









I Am Fearful of My African-American Students  
_______________________________________________________________________ 
 
Question 8                                         Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      33      8    97.1  100.0 
 
Disagree         1      0      2.9      0.0 
 
Agree          0      0      0.0      0.0 
 
Strongly Agree        0      0      0.0      0.0 
 




Table 9 disclosed 98% of the respondents strongly disagreed that they were 
fearful of their African-American students. 












I Have an Outright Preference for Not Teaching African-American Students 
_______________________________________________________________________ 
 
Question 9                                         Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      31      8    91.2  100.0 
 
Disagree         2      0      5.9      0.0 
 
Agree          0      0      0.0      0.0 
 
Strongly Agree        1      0      2.9      0.0 
 




Table 10 disclosed 93% of the respondents strongly disagreed with the outright 
preference not to teach the African-American students. 












I Hold African-American and White Students to the Same Academic Standards 
_______________________________________________________________________ 
 
Question 10                                        Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        1      0      2.9      0.0 
 
Disagree         0      0      0.0      0.0 
 
Agree        23      5    67.6    62.5 
 
Strongly Agree      10      3    29.4    37.5 
 




Table 11 disclosed 67% of the respondents agreed and 31% of the respondents 
strongly agreed that they hold African-American students and White students to the same 
academic standard. 











Every Effort I Made to Understand My Epistemologies and the Effect They Have on the 
Students in the Classroom 
_______________________________________________________________________ 
 
Question 11                                        Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        1      0      3.3      0.0 
 
Disagree         0      0      0.0      0.0 
 
Agree        16      3    53.3    42.9 
 
Strongly Agree      13      4    43.3    57.1 
 




Table 12 disclosed 96% of the respondents either agreed or strongly agreed that 
every effort is made to understand their epistemologies and the effect they have on the 
students in the classroom. 











White Students Have Behavioral Problems 
_______________________________________________________________________ 
 
Question 12                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      18      5    60.0    62.5 
 
Disagree         4      3    13.3    37.5 
 
Agree          0      0      0.0      0.0 
 
Strongly Agree        8      0    26.7      0.0 
 




Table 13 disclosed 79% of the respondents either strongly disagreed or disagreed 
that White students have behavioral problems. On the other hand, 21% of the respondents 
strongly agreed that White students have behavioral problems. 











White Students are Unteachable 
_______________________________________________________________________ 
 
Question 13                                        Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      33      7    97.1    87.5 
 
Disagree         1      1      2.9    12.5 
 
Agree          0      0      0.0      0.0 
 
Strongly Agree        0      0      0.0      0.0 
 




Table 14 disclosed 95% of the respondents strongly disagreed that White students 
are unteachable. In comparison to question 4, 98% of respondents strongly disagreed that 
African-American students are unteachable. 











White Students are “Up-to-No-Good” 
_______________________________________________________________________ 
 
Question 14                                        Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      31      8    93.9  100.0 
 
Disagree         2      0      6.1      0.0 
 
Agree          0      0      0.0      0.0 
 
Strongly Agree        0      0      0.0      0.0 
 




Table 15 disclosed 95% of the respondents strongly disagreed that White students 
are up-to-no-good. In comparison, 90% of respondents strongly disagreed that African-
American students are up-to-no-good. 











White Students are Aggressive 
_______________________________________________________________________ 
 
Question 15                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      29      8    90.6  100.0 
 
Disagree         2      0      6.3      0.0 
 
Agree          0      0      0.0      0.0 
 
Strongly Agree        1      0      3.1      0.0 
 




Table 16 disclosed 96% of the respondents either strongly disagreed or disagreed 
that White students are aggressive. 












I Am Fearful of White Students 
_______________________________________________________________________ 
 
Question 16                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      33      8    97.1  100.0 
 
Disagree         1      0      2.9      0.0 
 
Agree          0      0      0.0      0.0 
 
Strongly Agree        0      0      0.0      0.0 
 




Table 17 disclosed 97% of respondents strongly disagreed that they were fearful 
of White students. 












I Refer Students for Disciplinary Actions if I Perceive They are Trouble 
_______________________________________________________________________ 
 
Question 17                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      12      6    38.7    75.0 
 
Disagree       13      2    41.9    25.0 
 
Agree          0      0      0.0      0.0 
 
Strongly Agree        6      0    19.4      0.0 
 




Table 18 disclosed 85% of respondents either strongly disagreed or disagreed that 
they refer students for disciplinary action if they perceived those students were trouble. 
Tables 19-29 represent a cross tabulation of Cultural Awareness and 
disproportionate school discipline of African-American male students. 
 
RQ2: To what extent does Cultural Awareness contribute to disproportionate 
school discipline of African-American male students? 
H2: There is no statistically significant relationship between teacher Cultural  





Cultural Awareness (CA) referred to the ability to appreciate the traditions and 
values of other cultures. Some of the findings revealed that there were nearly identical 
responses to being culturally aware when in the classroom. Similarly, 98% of the 
respondents either strongly disagreed or disagreed that they judge African-American 
students solely on their appearance, 95% of respondents strongly disagreed that they can 
tell if a student will succeed or fail by the clothes they wear or hairstyle, and 95% of 
respondents either strongly disagreed or disagreed that they evaluated African-American 
students more negatively than the White student. Conversly, 98% of respondents either 
strongly disagreed or disagreed they referred students for disciplinary actions based on 
the student’s cultural background. 








Question 18                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        2      1      6.5    12.5 
 






Table 19 (continued) 
_______________________________________________________________________ 
 
Question 18                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Agree          8      1    25.8    12.5 
 
Strongly Agree      17      5    54.8    62.5 
 




Table 19 disclosed 80% of respondents either strongly agreed or agreed that they 
are aware that their biases and assumptions could impair the educational needs of the 
African-American student. The remaining 20% of the respondents either strongly 
disagreed or disagreed. 


















Question 19                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        1      0      3.3      0.0 
 
Disagree         3      1    10.0    12.5 
 
Agree          9      4    30.0    50.0 
 
Strongly Agree      17      3    56.7    37.5 
 




Table 20 disclosed 87% of the respondents either agreed or strongly agreed that 
they are aware that their biases and assumptions could impair the educational needs of 
White students. In comparison, 80% of respondents either strongly agreed or agreed that 
they are aware that their biases and assumptions could impair the educational needs of 
African-American students. 









I Judge African-American Students Solely on Their Appearance 
_______________________________________________________________________ 
 
Question 20                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      30      5    88.2    62.5 
 
Disagree         3      3      8.8    37.5 
 
Agree          1      0      2.9      0.0 
 
Strongly Agree        0      0      0.0      0.0 
 
Total        34      8  100.0  100.0 
 _______________________________________________________________________ 
 
Table 21 disclosed 98% of the respondents either strongly disagreed or disagreed 
that they judge African-American students solely on their appearance. 












African-American Students are Just as Good as Their White Peers in the Classroom 
_______________________________________________________________________ 
 
Question 21                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        1      1      3.3    12.5 
 
Disagree         1      0      3.3      0.0 
 
Agree        20      5    66.7    62.5 
 
Strongly Agree        8      2    26.7    25.0 
 
Total        30      8  100.0  100.0 
 _______________________________________________________________________  
 
Table 22 disclosed 92% of the respondents either agreed or strongly agreed that 
African-American students are just as good as their White peers in the classroom. 












I Can Tell if a Student Will Succeed or Fail by the Clothes They Wear and or Hairstyle 
_______________________________________________________________________ 
 
Question 22                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      31      8    93.9  100.0 
 
Disagree         2      0      6.1      0.0 
 
Agree          0      0      0.0      0.0 
 
Strongly Agree        0      0      0.0      0.0 
 
Total        33      8  100.0  100.0 
 _______________________________________________________________________  
 
Table 23 disclosed 95% of the respondents strongly disagreed that they can tell if 
a student will succeed or fail by the clothes they wear or hairstyle. 












I Evaluate African-American Students More Negatively Than the White Student 
_______________________________________________________________________ 
 
Question 23                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      30      7    90.9    87.5 
 
Disagree         1      1      3.0    12.5 
 
Agree          1      0      3.0      0.0 
 
Strongly Agree        1      0      3.0      0.0 
 
Total        33      8  100.0  100.0 
 _______________________________________________________________________  
 
Table 24 disclosed 95% of the respondents either strongly disagreed or disagreed 
that they evaluate African-American students more negatively than White students. 












I Appreciate My Cultural Background 
_______________________________________________________________________ 
 
Question 24                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        0      0      0.0      0.0 
 
Disagree         0      0      0.0      0.0 
 
Agree        13      6    43.3    75.0 
 
Strongly Agree      17      2    56.7    25.0 
 
Total        30      8  100.0  100.0 
 _______________________________________________________________________  
 
Table 25 disclosed 100% of all respondents either agreed or strongly agreed they 
appreciated their cultural background. 












My Attitudes and Beliefs About Students Come From the Media 
_______________________________________________________________________ 
 
Question 25                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      30      8    90.9  100.0 
 
Disagree         3      0      9.1      0.0 
 
Agree          0      0     0.0      0.0 
 
Strongly Agree        0      0     0.0      0.0 
 
Total        33      8  100.0  100.0 
 _______________________________________________________________________  
 
Table 26 disclosed 93% of respondents strongly disagreed their attitudes and 
beliefs about students are produced from the media. 












I Refer Students for Disciplinary Actions Based on Their Cultural Background 
_______________________________________________________________________ 
 
Question 26                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      29      8    87.9  100.0 
 
Disagree         3      0      9.1      0.0 
 
Agree          1      0     3.0      0.0 
 
Strongly Agree        0      0     0.0      0.0 
 
Total        33      8  100.0  100.0 
 _______________________________________________________________________  
 
Table 27 disclosed 98% of respondents either strongly disagreed or disagreed they 
referred students for disciplinary actions based on the student’s cultural background. 












My Childhood Teachings From My Family Influences the Way I Teach 
_______________________________________________________________________ 
 
Question 27                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        8      2    26.7    25.0 
 
Disagree         4      2    13.3    25.0 
 
Agree          3      3    10.0    37.5 
 
Strongly Agree      15      1    50.0    12.5 
 
Total        30      8  100.0  100.0 
 _______________________________________________________________________  
 
Table 28 disclosed 58% of respondents either agreed or strongly agreed their 
childhood teachings influenced the way they teach. 












I Am Colorblind in My Classroom When I Apply Discipline 
_______________________________________________________________________ 
 
Question 28                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        2      0      7.4      0.0 
 
Disagree         2      0      7.4      0.0 
 
Agree        16      7    59.3    87.5 
 
Strongly Agree        7      1    50.0    12.5 
 
Total        27      8  100.0  100.0 
 _______________________________________________________________________  
 
Table 29 disclosed 89% of respondents either agreed or strongly agreed they are 
colorblind in the classroom. 
Tables 30-48 represent a cross tabulation of teacher Comfort Level and 
disproportionate school discipline of African-American male students. 
RQ3: To what extent does Comfort Level contribute to disproportionate school 
discipline of African-American male students? 
H3:    There is no statistically significant relationship between teachers’ Comfort 





Comfort Level (CL) referred to being physically at ease-relaxed in the classroom-
complacent. Most of the respondents (90%) either strongly disagreed or disagreed when 
uncomfortable with a student they refer them to the Principal’s office, 98% either 
strongly disagreed or disagreed they needed help assisting in the behaviors of their 
African-American students, and 98% of the respondents either agreed or strongly agreed 
they built caring classroom environments and emphasized the importance of teaching and 
learning, thus appearing to being comfortable in the classroom. 
Also, 92% either agreed or strongly agreed they taught with assertiveness, 100% 
of the respondents either agreed or strongly agreed they emphasized and established clear 
expectations in the classroom, and 97% of the respondents either agreed or strongly 
agreed classroom-based options exist to allow classroom instruction to continue when 
problem behaviors of students occur. 
Table 30 represents the frequency of responses to question 29 of the survey 
questionnaire. 
Table 30 
If I Am Uncomfortable With a Student, I Refer Them to the Principals Office 
_______________________________________________________________________ 
 
Question 29                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 






Table 30 (continued) 
_______________________________________________________________________ 
 
Question 29                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Disagree       14      0    43.8      0.0 
 
Agree          0      1      0.0    12.5 
 
Strongly Agree        2      1      6.3    12.5 
 
Total        32      8  100.0  100.0 
 _______________________________________________________________________  
 
Table 30 disclosed 90% of respondents either strongly disagreed or disagreed 
when uncomfortable with a student they refer them to the Principal’s office. 














I Need Help With Assisting in the Behaviors of My African-American Male Students 
_______________________________________________________________________ 
 
Question 30                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      24      7    77.4    87.5 
 
Disagree         6      1    19.4    12.5 
 
Agree          1      0      3.2      0.0 
 
Strongly Agree        0      0      0.0      0.0 
 
Total        31      8  100.0  100.0 
 _______________________________________________________________________  
 
Table 31 disclosed 98% of respondents either strongly disagreed or disagreed they 
needed help assisting in the behaviors of their African-American students. 












I Need Help With Assisting in the Behaviors of My White Male Students 
_______________________________________________________________________ 
 
Question 31                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      25      8    80.6  100.0 
 
Disagree         6      0    19.4      0.0 
 
Agree          0      0      3.2      0.0 
 
Strongly Agree        0      0      0.0      0.0 
 
Total        31      8  100.0  100.0 
 _______________________________________________________________________  
 
Table 32 disclosed 100% of respondents either strongly disagreed or disagreed 
with needing help assisting in the behaviors of their White male students. 












I Understand the Differences in Student Cultural Backgrounds 
_______________________________________________________________________ 
 
Question 32                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        0      0      0.0      0.0 
 
Disagree         0      1      0.0    12.5 
 
Agree        16      5    50.0    62.5 
 
Strongly Agree      16      2    50.0    25.0 
 
Total        32      8  100.0  100.0 
 _______________________________________________________________________  
 
Table 33 disclosed 97% of respondents either agreed or strongly agreed that they 
understand the differences in the cultural backgrounds of students. 













I Grew Up in a Diverse Neighborhood 
_______________________________________________________________________ 
 
Question 33                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        1      3      3.1    37.5 
 
Disagree       12      1    37.5    12.5 
 
Agree          8      2    25.0    25.0 
 
Strongly Agree      11      2    34.4    25.0 
 
Total        32      8  100.0  100.0 
 _______________________________________________________________________  
 
Table 34 disclosed 42% of respondents strongly disagreed or disagreed that they 
grew up in a diverse neighborhood. Conversely, 57% of respondents either agreed or 
strongly agreed that they grew up in a diverse neighborhood. 
















Question 34                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        0      1      0.0    12.5 
 
Disagree         0      0      0.0      0.0 
 
Agree        24      6    70.6    75.0 
 
Strongly Agree      10      1    29.4    12.5 
 
Total        34      8  100.0  100.0 
 _______________________________________________________________________  
 
Table 35 disclosed 98% of the respondents either agreed or strongly agreed they 
built caring classroom environments and emphasized the importance of teaching and 
learning. 













I Value Students’ Voices and Opinions in the Classroom 
_______________________________________________________________________ 
 
Question 35                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        0      0      0.0      0.0 
 
Disagree         1      0      2.9      0.0 
 
Agree        20      7    58.8    87.5 
 
Strongly Agree      13      1    38.2    12.5 
 
Total        34      8  100.0  100.0 
 _______________________________________________________________________  
 
Table 36 disclosed 98% of the respondents either agreed or strongly agreed they 
value student voices and opinions. 












I Teach With Assertiveness 
_______________________________________________________________________ 
 
Question 36                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        0      0      0.0      0.0 
 
Disagree         3      0      9.7      0.0 
 
Agree          8      5    25.8    62.5 
 
Strongly Agree      20      3    64.5    37.5 
 
Total        31      8  100.0  100.0 
 _______________________________________________________________________  
 
Table 37 disclosed 92% of the respondents either agreed or strongly agreed they 
taught with assertiveness. 












I Emphasize and Establish Clear Expectations in my Classroom 
_______________________________________________________________________ 
 
Question 37                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        0      0      0.0      0.0 
 
Disagree         0      0      0.0      0.0 
 
Agree        22      8    64.7  100.0 
 
Strongly Agree      12      0    35.3      0.0 
 
Total        34      8  100.0  100.0 
 _______________________________________________________________________  
 
Table 38 disclosed 100% of the respondents either agreed or strongly agreed they 
emphasized and established clear expectations in the classroom. 




















Question 38                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        0      0      0.0      0.0 
 
Disagree         0      0      0.0      0.0 
 
Agree        22      8    64.7  100.0 
 
Strongly Agree      12      0    35.3      0.0 
 
Total        34      8  100.0  100.0 
 _______________________________________________________________________  
 
Table 39 disclosed 100% of the respondents either agreed or strongly agreed the 
expected student behavior and routines in the classroom are stated positively and defined 
clearly. 













Problem Behaviors are Defined Clearly 
_______________________________________________________________________ 
 
Question 39                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        0      0      0.0      0.0 
 
Disagree         0      0      0.0      0.0 
 
Agree        19      7    55.9    87.5 
 
Strongly Agree      15      1    44.1    12.5 
 
Total        34      8  100.0  100.0 
_______________________________________________________________________  
 
Table 40 disclosed 100% of the respondents either agreed or strongly agreed that 
the problem behaviors are stated clearly in the classroom. 












Expected Student Behavior and Routines in Classrooms are Taught Directly 
_______________________________________________________________________ 
 
Question 40                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        0      0      0.0      0.0 
 
Disagree         0      1      0.0    12.5 
 
Agree        23      6    67.6    75.0 
 
Strongly Agree      11      1    32.4    12.5 
 
Total        34      8  100.0  100.0 
_______________________________________________________________________  
 
Table 41 disclosed 98% of the respondents either agreed or strongly agreed the 
expected student behaviors and routines in classrooms are taught directly. 












Problem Behavior of All Students Receive the Same Consequences 
_______________________________________________________________________ 
 
Question 41                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        0      1      0.0    12.5 
 
Disagree         0      0      0.0      0.0 
 
Agree        24      6    70.6    75.0 
 
Strongly Agree      10      1    29.4    12.5 
 
Total        34      8  100.0  100.0 
_______________________________________________________________________  
 
Table 42 disclosed 98% of the respondents either agreed or strongly agreed all 
students with behavior problems receive the same consequences. 
















Question 42                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        1      0      2.9      0.0 
 
Disagree         0      0      0.0      0.0 
 
Agree        20      6    58.8    75.0 
 
Strongly Agree      13      2    38.2    25.0 
 
Total        34      8  100.0  100.0 
_______________________________________________________________________  
 
Table 43 disclosed 98% of the respondents either agreed or strongly agreed 
procedures for expected and problem behaviors are consistent with schoolwide 
procedures. 











Classroom-Based Options Exist to Allow Classroom Instruction to Continue When 
Problem Behaviors of Students Occur 
_______________________________________________________________________ 
 
Question 43                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        0      0      0.0      0.0 
 
Disagree         1      0      3.0      0.0 
 
Agree        13      6    39.4    75.0 
 
Strongly Agree      19      2    57.6    25.0 
 
Total        33      8  100.0  100.0 
_______________________________________________________________________  
 
Table 44 disclosed 97% of the respondents either agreed or strongly agreed 
classroom-based options exist to allow classroom instruction to continue when problem 
behaviors of students occur.  













Instruction and Curriculum Materials are Matched to Student Ability 
_______________________________________________________________________ 
 
Question 44                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        1      0      3.0      0.0 
 
Disagree         1      1      3.0    12.5 
 
Agree          9      4    27.3    50.0 
 
Strongly Agree      33      3    66.7    37.5 
 
Total        33      8  100.0  100.0 
_______________________________________________________________________  
 
Table 45 disclosed 93% of the respondents either agreed or strongly agreed 
instruction and curriculum materials are matched to the student’s abilities. 












I Expect African-American Students to Experience High Rates of Academic Success 
_______________________________________________________________________ 
 
Question 45                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        0      0      0.0      0.0 
 
Disagree         0      0      0.0      0.0 
 
Agree        18      7    54.5    87.5 
 
Strongly Agree      15      1    45.5    12.5 
 
Total        33      8  100.0  100.0 
_______________________________________________________________________  
 
Table 46 disclosed 100% of the respondents either agreed or strongly agreed with 
the expectation African-American students achieving high rates of academic success. 












I Expect White Students to Experience High Rates of Academic Success 
_______________________________________________________________________ 
 
Question 46                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        0      0      0.0      0.0 
 
Disagree         0      0      0.0      0.0 
 
Agree        17      7    53.1    87.5 
 
Strongly Agree      15      1    46.9    12.5 
 
Total        32      8  100.0  100.0 
_______________________________________________________________________  
 
Table 47 disclosed 100% of the respondents either agreed or strongly agreed they 
expect White students to experience high rates of academic success. 












Teachers Have Regular Access to Written Discipline Policies 
_______________________________________________________________________ 
 
Question 47                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        0      0      0.0      0.0 
 
Disagree         1      0      3.0      0.0 
 
Agree        16      6    48.5    75.0 
 
Strongly Agree      16      2    48.5    25.0 
 
Total        33      8  100.0  100.0 
_______________________________________________________________________  
 
Table 48 disclosed 98% of the respondents either agreed or strongly agreed 
teachers have regular access to written discipline policies. 
Table 49 depicts pre-service teacher training. 
 
RQ7:    What level of diversity training and education do teachers receive before   
entering the classroom? 
H7:    There is no statistically significant relationship between the level of 






While all participants did not report attendance in a preservice program, 85% of 
the respondents either agreed or strongly agreed they were prepared to teach all students. 




In My Pre-Service Teacher Training, I Was Prepared to Teach All Students 
_______________________________________________________________________ 
 
Question 48                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        2      0      6.3      0.0 
 
Disagree         4      0    12.5      0.0 
 
Agree        14      5    43.8    62.5 
 
Strongly Agree      12      3    37.5    37.5 
 
Total        32      8  100.0  100.0 
_______________________________________________________________________  
 
Table 49 disclosed 85% of the respondents either agreed or strongly agreed they 
were prepared to teach all students in their pre-service teacher training. The remaining 
15% either strongly disagreed or disagreed they were prepared to teach all students 





Tables 50-51 depict teacher expectations. 
 
RQ4: To what extent do Teachers’ Expectations contribute to disproportionate 
school discipline of African-American male students? 
H4: There is no statistically significant relationship between Teachers’ 
Expectations and student discipline in the state of Georgia. 
Teachers’ Expectations (E) measured how far teachers expected students to go in 
school. Teachers have their stereotypes of African-American students, and those 
stereotypes play a role in the teacher’s perceptions of whether students can achieve and 
contribute in the classroom (Douglas et al., 2008).  However, the results in the study were 
identical showing no difference in the crosstabulation of expectations. The results 
revealed that 49% of the respondents expected both White and African-American 
students to graduate from a four-year college, 24% to graduate high school or 
attend/complete two-year college, 24% to obtain a master’s degree or higher advanced 
degree. 












My Expectation of Most of My African-American Students is That They Will Complete: 
_______________________________________________________________________ 
 
Question 49                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Less than high school        0      0      0.0      0.0 
 
High school graduation       4      0    14.8      0.0 
 
Attend or complete 2-year 
college          3      1    11.1    16.7 
 
Attend but not complete 
4-year college         1      0      3.7      0.0 
 
Graduate from 4-year college     14      2    51.9    33.3 
 
Obtain a Master’s degree       1      1      3.7    16.7 
 
Obtain a Ph.D., M.D., or 
advanced degree        4      2    14.8    33.3 
 
Total        27      6  100.0  100.0 
_______________________________________________________________________  
 
Table 50 disclosed 49% of the respondents expected African-American students 
to graduate from a 4-year college. Also, 24% of respondents expected African-American 
students to graduate high school or attend/complete 2-year college. Likewise, 24% of 










My Expectation of Most of My White Students is That They Will Complete: 
_______________________________________________________________________ 
 
Question 50                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Less than high school        0      0      0.0      0.0 
 
High school graduation       4      0    14.8      0.0 
 
Attend or complete 2-year 
college          3      1    11.1    16.7 
 
Attend but not complete 
4-year college         1      0      3.7      0.0 
 
Graduate from 4-year college     14      2    51.9    33.3 
 
Obtain a Master’s degree       1      1      3.7    16.7 
 
Obtain a Ph.D., M.D., or 
advanced degree        4      2    14.8    33.3 
 
Total        27      6  100.0  100.0 
_______________________________________________________________________  
 
Table 51 has the exact responses as Table 50, showing that 49% of the 





respondents expected White students to graduate high school or attend/complete two-year 
college. Likewise, 24% of respondents expected White students to obtain a master’s 
degree or higher advanced degree. 
Tables 52-59 represent a cross tabulation of teacher Preconceived Beliefs and 
disproportionate school discipline of African-American male students. 
RQ5: To what extent do Preconceived Beliefs contribute to disproportionate 
school discipline of African-American male students? 
H5: There is no statistically significant relationship between Preconceived  
Beliefs and the application of discipline of the African-American male  
student. 
Preconceived Beliefs (PB) referred to a personal belief or judgment that is not 
founded on proof or certainty; an opinion formed beforehand without adequate evidence. 
Most of the respondents reported that they did not have any preconceived beliefs about 
the students in the classroom. Conversely, 89% either strongly disagreed or disagreed 
most of their African-American students come from a single parent home, 98% either 
strongly disagreed or disagreed most Fathers of African-American students are 
incarcerated, 83% either strongly disagreed or disagreed most African-American students 
will face violence outside of the classroom daily and 95% of respondents either strongly 
disagreed or disagreed most African-American students live in high-violence 
communities.  
Also, the majority of the respondents 83% either strongly disagreed or disagreed 





97% disagreed or disagreed most African-American students have been involved within 
the juvenile justice system, 95% either strongly disagreed or disagreed most African-
American students have experienced trauma due to their living environments and 100% 
either strongly disagreed or disagreed most African-American students are defiant. 




Most of My African-American Students Come From Single Parent Homes 
_______________________________________________________________________ 
 
Question 51                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      11      2    36.7    28.6 
 
Disagree       17      3    56.7    42.9 
 
Agree          1      0      3.3      0.0 
 
Strongly Agree        1      2      3.3    28.6 
 
Total        30      7  100.0  100.0 
_______________________________________________________________________  
 
Table 52 disclosed 89% of respondents either strongly disagreed or disagreed 









Most Fathers of African-American Students are Incarcerated 
_______________________________________________________________________ 
 
Question 52                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      17      5    56.7    62.5 
 
Disagree       12      3    40.0    37.5 
 
Agree          0      0      0.0      0.0 
 
Strongly Agree        1      0      3.3      0.0 
 
Total        32      8  100.0  100.0 
_______________________________________________________________________  
 
Table 53 disclosed 98% of the respondents either strongly disagreed or disagreed 
that most fathers of African-American students are incarcerated. 









Many African-American Students Will Face Violence Outside of the Classroom Daily 
_______________________________________________________________________ 
 
Question 53                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      11      5    39.3    62.5 
 
Disagree       13      1    46.4    12.5 
 
Agree          1      0      3.6      0.0 
 
Strongly Agree        3      2    10.7    25.0 
 
Total        28      8  100.0  100.0 
_______________________________________________________________________  
 
Table 54 disclosed 83% of respondents either strongly disagreed or disagreed 
most African-American students will face violence outside of the classroom daily. 












Most African-American Students Live in High-Violence Communities 
_______________________________________________________________________ 
 
Question 54                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      12      6    41.4    75.0 
 
Disagree       15      2    51.7    25.0 
 
Agree          0      0      0.0      0.0 
 
Strongly Agree        2      0      6.9      0.0 
 
Total        29      8  100.0  100.0 
_______________________________________________________________________  
 
Table 55 disclosed 95% of the respondents either strongly disagreed or disagreed 
most African-American students live in high-violence communities. 












Teachers Need to Remove Disruptive African-American Students From the Classroom 
_______________________________________________________________________ 
 
Question 55                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      11      3    40.7    37.5 
 
Disagree       11      4    40.7    50.0 
 
Agree          1      1      3.7    12.5 
 
Strongly Agree        4      0    14.8      0.0 
 
Total        27      8  100.0  100.0 
_______________________________________________________________________  
 
Table 56 disclosed 83% of the respondents either strongly disagreed or disagreed 
that teachers need to remove disruptive African-American students from the classroom. 












Most African-American Students Have Been Involved Within the Juvenile Justice System 
_______________________________________________________________________ 
 
Question 56                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      22      7    71.0    87.5 
 
Disagree         9      0    29.0      0.0 
 
Agree          0      0      0.0      0.0 
 
Strongly Agree        0      1      0.0    12.5 
 
Total        31      8  100.0  100.0 
_______________________________________________________________________  
 
Table 57 disclosed 97% of the respondents either strongly disagreed or disagreed 
most African-American students have been involved within the juvenile justice system. 
















Question 57                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      16      6    53.3    75.0 
 
Disagree       12      2    40.0    25.0 
 
Agree          1      0      3.3      0.0 
 
Strongly Agree        1      0      3.3      0.0 
 
Total        30      8  100.0  100.0 
_______________________________________________________________________  
 
Table 58 disclosed 95% of the respondents either strongly disagreed or disagreed 
most African-American students have experienced trauma due to their living 
environments. 











Most African-American Students are Defiant 
_______________________________________________________________________ 
 
Question 58                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      21      6    67.7    75.0 
 
Disagree       10      2    32.3    25.0 
 
Agree          0      0      0.0      0.0 
 
Strongly Agree        0      0      0.0      0.0 
 
Total        31      8  100.0  100.0 
_______________________________________________________________________  
 
Table 59 disclosed 100% of the respondents either strongly disagreed or disagreed 
most African-American students are defiant. 
Tables 60-79 represent a cross tabulation of teacher Office Discipline referrals 
and disproportionate school discipline of African-American male students. 
RQ6:    Is there disproportionality in Office Discipline Referrals (ODR) for  
           African-American students compared to students of other races? 
H6:     There is no statistically significant relationship in Office Discipline 






Office Discipline referrals is when a teacher has referred a student to an 
administrator/principal to be disciplined. Most respondents disagreed that African-
American students receive ODR despairingly. In that, 84% either strongly disagreed or 
disagreed most School discipline practices disproportionately exclude African-American 
students from opportunities to learn, 95% either strongly disagreed or disagreed they 
have referred mostly African-American males for an office discipline referral, 100% 
either strongly disagreed or disagreed they use suspension or expulsion to control the 
problem student and 88% either strongly disagreed or disagreed being forced to use the 
removal of a student from the classroom as a disciplinary strategy only because of their 
school’s discipline policy. 
Considering the added dimension of institutional factors, they lower responses 
were apparent. In that, 65% of respondents either agreed or strongly agreed forced to use 
the removal of a student from the classroom as a disciplinary strategy only because of 
their school’s discipline policy, 69% either agreed or strongly agreed Students displaying 
problem behavior in my classroom will increase their risk for subsequent discipline 
referrals, 56% either agreed or strongly agreed prior suspensions or expulsions of a 
student are indicators of a student with behavior problems and only 43% either strongly 
disagreed or disagreed. 
Also, 63% of respondents either agreed or strongly agreed their school has a zero-
tolerance policy, 79% either agreed or strongly agreed School leadership and discipline 
policies affect my decisions to apply discipline to problem students and 73% either 





practices predicts the likelihood of their usage of suspension and expulsion application in 
class. 
Results from the analysis showed that 95% of respondents either agreed or 
strongly agreed positive relationships with students can help reduce disciplinary 
infractions. 




School Discipline Practices Disproportionately Exclude African-American Students 
From Opportunities to Learn 
_______________________________________________________________________ 
 
Question 59                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      18      4    58.1    50.0 
 
Disagree         9      2    29.0    25.0 
 
Agree          0      1      0.0    12.5 
 
Strongly Agree        4      1    12.9    12.5 
 







Table 60 disclosed 84% of the respondents either strongly disagreed or disagreed 
most school discipline practices disproportionately exclude African-American students 
from opportunities to learn. 




School Discipline Problems Determine the Probability of Arrest 
_______________________________________________________________________ 
 
Question 60                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        9      1    31.0    12.5 
 
Disagree       16      2    55.2    25.0 
 
Agree          0      1      0.0    12.5 
 
Strongly Agree        4      4    13.8    50.0 
 
Total        29      8  100.0  100.0 
_______________________________________________________________________  
 
Table 61 disclosed 76% of the respondents either strongly disagreed or disagreed 









I Have Referred Mostly African-American Males for Office Discipline Referrals 
_______________________________________________________________________ 
 
Question 61                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      22      1    71.0    14.3 
 
Disagree         9      4    29.0    57.1 
 
Agree          0      0      0.0      0.0 
 
Strongly Agree        0      2      0.0    28.6 
 
Total        31      7  100.0  100.0 
_______________________________________________________________________  
 
Table 62 disclosed 95% of the respondents either strongly disagreed or disagreed 
they have referred mostly African-American males for an office discipline referral. 









I Have Referred Mostly White Males for Office Discipline Referrals 
_______________________________________________________________________ 
 
Question 62                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      17      4    54.8    50.0 
 
Disagree         9      4    29.0    50.0 
 
Agree          1      0      3.2      0.0 
 
Strongly Agree        4      0    12.9      0.0 
 
Total        31      8  100.0  100.0 
_______________________________________________________________________  
 
Table 63 disclosed 87% of the respondents either strongly disagreed or disagreed 
they have referred mostly White males for an office discipline referral. 












I Have Referred Mostly Female Students for Office Discipline Referrals 
_______________________________________________________________________ 
 
Question 63                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      20      3    64.5    37.5 
 
Disagree         9      4    29.0    50.0 
 
Agree          1      1      3.2    12.5 
 
Strongly Agree        1      0      3.2      0.0 
 
Total        31      8  100.0  100.0 
_______________________________________________________________________  
 
Table 64 disclosed 92% of the respondents either strongly disagreed or disagreed 
they have referred mostly female students for an office discipline referral. 












Suspensions or Expulsion is How I Control the “Problem Student” 
_______________________________________________________________________ 
 
Question 64                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      20      6    64.5    85.7 
 
Disagree       11      1    35.5    14.3 
 
Agree          0      0      0.0      0.0 
 
Strongly Agree        0      0      0.0      0.0 
 
Total        31      8  100.0  100.0 
_______________________________________________________________________  
 
Table 65 disclosed 100% of the respondents either strongly disagreed or disagreed 
they use suspension or expulsion to control the “problem student.” 












My Problem Students are the African-American Male Students 
_______________________________________________________________________ 
 
Question 65                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      23      4    74.2    57.1 
 
Disagree         8      1    25.8    14.3 
 
Agree          0      0      0.0      0.0 
 
Strongly Agree        0      2      0.0    28.6 
 
Total        31      7  100.0  100.0 
_______________________________________________________________________  
 
Table 66 disclosed 95% of the respondents either strongly disagreed or disagreed 
their problem students are the African-American male students. 














My Problem Students are the White Male Students 
_______________________________________________________________________ 
 
Question 66                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      19      5    61.3    71.4 
 
Disagree         9      0    29.0      0.0 
 
Agree          0      0      0.0      0.0 
 
Strongly Agree        3      2      9.7    28.6 
 
Total        31      7  100.0  100.0 
_______________________________________________________________________  
 
Table 67 disclosed 87% of the respondents either strongly disagreed or disagreed 
their problem students are the White male students. 














I’m Forced to Use the Removal of a Student From the Classroom as a Disciplinary 
Strategy Only Because of My School’s Disciplinary Policy 
_______________________________________________________________________ 
 
Question 67                                       Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      13      2    41.9    25.0 
 
Disagree       15      4    48.4    50.0 
 
Agree          0      0      0.0      0.0 
 
Strongly Agree        3      2      9.7    25.0 
 
Total        31      8  100.0  100.0 
_______________________________________________________________________  
 
Table 68 disclosed 88% of the respondents either strongly disagreed or disagreed 
being forced to use the removal of a student from the classroom as a disciplinary strategy 
only because of my school’s discipline policy. 

















Question 68                                     Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        7      0    23.3      0.0 
 
Disagree         5      1    16.7    14.3 
 
Agree          4      2    13.3    28.6 
 
Strongly Agree      14      4    46.7    57.1 
 
Total        30      7  100.0  100.0 
_______________________________________________________________________  
 
Table 69 disclosed 65% of the respondents either agreed or strongly agreed that 
students who receive multiple office discipline referrals develop a reputation among other 
teachers. 











My Problem Student is Neither African American nor White 
_______________________________________________________________________ 
 
Question 69                                     Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        7      3    28.0    37.5 
 
Disagree       12      3    48.0    37.5 
 
Agree          1      0      4.0      0.0 
 
Strongly Agree        5      2    20.0    25.0 
 
Total        25      8  100.0  100.0 
_______________________________________________________________________  
 
Table 70 disclosed 76% of the respondents either strongly disagreed or disagreed 
their problem student is neither African American nor White. 












Students Displaying Problem Behavior in My Classroom Will Increase Their Risk for 
Subsequent Discipline Referrals 
_______________________________________________________________________ 
 
Question 70                                     Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        5      0    18.5      0.0 
 
Disagree         4      2    14.8    25.0 
 
Agree          1      1      3.7    12.5 
 
Strongly Agree      17      5    63.0    62.5 
 
Total        27      8  100.0  100.0 
_______________________________________________________________________  
 
Table 71 disclosed 69% of the respondents either agreed or strongly agreed that 
students displaying problem behavior in my classroom will increase their risk for 
subsequent discipline referrals. 











My Problem Student is the White Female Student 
_______________________________________________________________________ 
 
Question 71                                     Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      15      4    50.0    50.0 
 
Disagree       13      3    43.3    37.5 
 
Agree          0      1      0.0    12.5 
 
Strongly Agree        2      0      6.7      0.0 
 
Total        30      8  100.0  100.0 
_______________________________________________________________________  
 
Table 72 disclosed 92% of the respondents either strongly disagreed or disagreed 
their problem student is the White female student. 
















Question 72                                     Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        6      0    20.7      0.0 
 
Disagree         8      2    27.6    25.0 
 
Agree          1      1      3.4    12.5 
 
Strongly Agree      14      5    48.3    62.5 
 
Total        29      8  100.0  100.0 
_______________________________________________________________________  
 
Table 73 disclosed 56% of the respondents either agreed or strongly agreed prior 
suspensions or expulsions of a student are indicators of a student with behavior problems.  
Conversely, 43% of respondents either strongly disagreed or disagreed with the statement 
in question 72. 










I’m Aware of My School Policy and Discipline Practices 
_______________________________________________________________________ 
 
Question 73                                     Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        1      1      3.2    12.5 
 
Disagree         0      0      0.0      0.0 
 
Agree        19      3    61.3    37.5 
 
Strongly Agree      11      4    35.5    50.0 
 
Total        31      8  100.0  100.0 
_______________________________________________________________________  
 
Table 74 disclosed 95% of the respondents either agreed or strongly agreed in 
being aware of their school policies and discipline practices. 












My School Has Zero Tolerance Policies 
_______________________________________________________________________ 
 
Question 74                                     Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        4      0    13.8      0.0 
 
Disagree         6      4    20.7    50.0 
 
Agree          6      3    20.7    37.5 
 
Strongly Agree      13      1    44.8    12.5 
 
Total        29      8  100.0  100.0 
_______________________________________________________________________  
 
Table 75 disclosed 63% of the respondents either agreed or strongly agreed that 
their school has a zero-tolerance policy. 
















Question 75                                     Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        2      0      6.7      0.0 
 
Disagree         5      1    16.7    12.5 
 
Agree          8      2    26.7    25.0 
 
Strongly Agree      15      5    50.0    62.5 
 
Total        30      8  100.0  100.0 
_______________________________________________________________________  
 
Table 76 disclosed 79% of the respondents either agreed or strongly agreed that 
school leadership and discipline policies affect my decisions to apply discipline to 
problem students. 











The Principals’ Attitudes Favoring Exclusionary Discipline Practices Predicts the 
Likelihood of My Usage of Suspension and Expulsion Application in My Class 
_______________________________________________________________________ 
 
Question 76                                     Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree      11      2    42.3    28.6 
 
Disagree         9      2    34.6    28.6 
 
Agree          0      0      0.0      0.0 
 
Strongly Agree        6      3    23.1    42.9 
 
Total        26      7  100.0  100.0 
_______________________________________________________________________  
 
Table 77 disclosed 73% of the respondents either strongly disagreed or disagreed 
the Principals’ attitudes favoring exclusionary discipline practices predicts the likelihood 
of their usage of suspension and expulsion application in class. 















Question 77                                     Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        3      0    12.5      0.0 
 
Disagree       10      1    41.7    12.5 
 
Agree          1      2      4.2    25.0 
 
Strongly Agree      10      5    41.7    62.5 
 
Total        24      8  100.0  100.0 
_______________________________________________________________________  
 
Table 78 disclosed 46% of the respondents either agreed or strongly agreed and 
56% of the respondents either strongly disagreed or disagreed their beliefs align with the 
leaders at their school and impact their tendency to use exclusionary discipline. 











Positive Relationships With Students Can Help Reduce Disciplinary Infractions 
_______________________________________________________________________ 
 
Question 78                                     Frequency                                Percent 
_______________________________________________ 
 
    School    School 
 
       B      D       B       D 
_______________________________________________________________________ 
 
Strongly Disagree        1      1      3.1    12.5 
 
Disagree         0      0      0.0      0.0 
 
Agree        28      7    87.5    87.5 
 
Strongly Agree        3      0      9.4      0.0 
 
Total        32      8  100.0  100.0 
_______________________________________________________________________  
 
Table 79 disclosed 95% of the respondents either agreed or strongly agreed that 





CONCLUSIONS AND RECOMMENDATIONS 
 
The research study was designed to examine potential predictors of teacher referrals for 
disruptive behavior of students.  More specifically, this study focused on whether there is an 
influence in referrals of discipline based on a teacher's perception, cultural responsiveness, 
comfort level, expectancy, or preconceived belief. The discussion and recommendations of the 
research findings are presented for future school administrators, principals, teachers, social 
workers, practitioners, and school policy makers. 
 
Discussion 
The high level of involvement of the teachers in the state of Georgia has adverse 
effects of the African-American male being in the classroom. Statistics from the Georgia 
Department of Education (APPENDIX C, D, and E) clearly showed that most in school 
suspensions (ISS) and out of school suspensions (OSS) are given to African-American 
male students. 
Sixteen districts were contacted to disseminate this survey for research, and only 
two agreed to participate. The lack of participation was a result of the willingness to 
participate and the sensitive nature of the study that explored Teachers’ Perceptions, 
Cultural Awareness, Comfort Level, Teachers’ Expectations, and the Preconceived 





This study found that (80%) teachers in Georgia are White, female, 36 or older 
and has received pre-service training. Also, the study determined Teachers’ Perceptions, 
Cultural Awareness, Comfort Level, Teachers’ Expectations, and the Preconceived 
Beliefs attribute together or separately contributed to the disparity of discipline. 
While (93%) of the respondents reported that African-American males do not 
have behavioral problems, make them feel uncomfortable, incapable of learning, 
unteachable, fearful, up to no good or aggressive, seven percent did. That type of deficit 
thinking about African-American male’s influence teacher’s perceptions and hinder 
interactions with those students. Bartered with the disturbing fact that seven percent of 
those surveyed had an outright preference not to teach African-American students, some 
even reported that they hold African-American students and White students to different 
learning standards.  But that they somehow understood that their epistemologies affected 
the students in the classroom. There is a general belief that teachers are extremely 
important determinants of when and why a student were referred for discipline.  This 
study identified specific perceptions (fear and aggressive) the teacher may display and the 
effect it has on the student’s ability to remain in the classroom.  
Ninety-seven percent of the respondents appreciated the traditions and values of 
their students. However, all respondents failed to understand this thinking suggested they 
judge based on appearance (hairstyle, clothes) and that students referred for disciplinary 
referrals were based solely on their cultural backgrounds. Twenty percent knowingly 
reported their biases and assumptions could impair the educational needs of the African-




researchers’ ability to identify exogenous variation in teacher cultural thinking (Bryan, 
2017). 
Ninety percent of the respondents appeared to be comfortable in the classroom. 
However, ten percent referred students for discipline referrals because they felt 
uncomfortable. All respondents reported that they had clear expectations in the 
classroom. Alarmingly, eight percent did not agree with teaching with assertiveness or 
the ability to continue classroom assignments when a disruption in the class occurs. 
Students were even referred and did not receive the same consequences depending on 
race and gender.  
Eighty-five percent of the respondents received training that would prepare them 
to teach all students and prepare them to matriculate further. However, evidence reported 
(49%) believed or expected African-American male students to complete high school. 
The study found attributed to White teachers receiving stereotypical messages about 
African-American boys in society and K-12 schools. These stereotypes and biases are 
often reinforced in preservice teacher education programs (Bryan, 2017). 
Ninety-three percent of the respondents reported they did not have preconceived 
beliefs about the students in their classroom. However, (11%) believed African-American 
children come from single-parent homes, two percent of the fathers are incarcerated, 
(17%) face violence outside of the classroom and five percent live in high violence 
communities. Seventeen percent reported that disruptive African-American students 
should be removed from the classroom, and three percent will eventually be involved in 




American boys when they become educators. Thus, explaining the disproportionate 
disciplining of African-American boys and underscoring their role in disproportionality 
in school discipline (Urban review, 2017). 
Seventy-six percent of the respondents reported that there is no difference in 
Office Discipline Referrals (ODR) of African-American students versus White students. 
However, (16%) reported African-American students are not excluded from the 
opportunity to learn if they are not in the classroom. Fifty-six percent reported they 
mostly referred African-American males for (ODR) due to displaying a problem behavior 
or previous history of being referred. Eighty-eight percent of the respondents reported 
removing the African-American male students from the classroom because of school 
policy, being unsure of the zero-tolerance policy or their principals’ attitude that favored 
exclusionary practices.  
For those reasons, it is suggested that strategies for preparing educational leaders 
for leadership practice for justice that serves all students equitably must be implemented 
(Marshall and Oliva, 2006). However, there is a need to explore why policies and 
attitudes are in place that support the disparities of discipline strategies.  
 
Implications for Future Research 
While every effort was made to consider the complexities of disproportionate discipline 
referrals, there remain relevant implications for future research.  
The following recommendations are presented: 
1. More research should be conducted concerning the disproportionate school discipline 




2. More research is needed on the frameworks of disciple to reduce disproportionality 
with a focus on culturally responsive teaching approaches. 
3. More training and coaching on Teachers’ Perceptions, Cultural Awareness, 
Comfort Level, Teachers’ Expectations, or Preconceived Beliefs as it relates to 
classroom behavior management strategies are needed for teachers and 
administrators. 
4. Measures of culturally responsive teaching are needed to assess the effectiveness of 
teacher professional development efforts. 
5.  More efforts are needed to ascertain the frequency and quality of the strategies 
currently being used and how research can help in the application of discipline. 
6. More research is needed to explain how teachers influence student achievement when 
they exclude them from the classroom. 
7. Social workers need to collaborate with the department of education to ensure that 
this population are receiving adequate and appropriate educational services. 
8. The Department of Education need to emphasize the need for services in the African-
American community. 
9. School districts need to ensure that staff receives training continuously concerning 
laws about excluding students from the classroom. 
 
Implications for the Social Work Profession 
Efforts to better understand the disproportionate discipline referrals require 
investigations beyond these combinations of variables. This study focused on if there is a 




Awareness, Comfort Level, Teachers’ Expectations, or Preconceived Beliefs and the 
results of Disproportionate Disciplinary actions. 
Implications of these findings for the social work profession are relevant across 
Educational institutions. The overrepresentation of African-American students in office 
disciplinary referrals remain on the rise. Few empirically supported strategies have 
systematically tested and shown to reduce these inequities. 
Professional development to incorporate instruction with Teachers’ Perception, 
Cultural Awareness, Comfort Level, Teachers’ Expectations, or Preconceived Beliefs 
teaching approaches and more training on behavior management strategies are needed for 
teachers and administrators. 
However, instruction will not sufficiently reduce disproportionality alone. 
Howard (2010) claims teachers must be cognizant about fostering the growth of racial 
consciousness within their teaching and employ pedagogical strategies that aligned with 
the culture and lives of African-American male students. It is important to have teachers 
who are comfortable with discussing race in the classroom because it allows for open and 
honest conversations and helps teachers to understand who their students are outside of 







I would like to ask your permission to allow me to conduct a survey among the teachers’ 
in your District. My study is entitled, “A study of Teacher referrals of African-American 
students as it relates to disproportionate disciplinary actions.” The survey is titled 
“Teacher referrals.”  I am surveying the public middle and high schools in the Atlanta 
Public School, Cobb County School, and Gwinnett County School Districts.  Attached 
herewith is the survey questionnaire for this study.  
 
Upon obtaining permission to disseminate the survey a phone call will be made to 
schedule a visit to your District. The survey would last only about 8-10 minutes and will 
be dropped off and picked up within 48 hours from the individual schools. The surveys 
will be disseminated at times that are convenient to the teachers’ schedule (e.g., during 
break or planning period). 
 
Participation in the survey is entirely voluntary, and there are no known or anticipated 
risks to participation in this study. All information provided will be kept in utmost 
confidentiality and would be used only for academic purposes. The names of the 
respondents and the name of your specific schools will not appear in any publications. 
After the data have been analyzed, you may receive a copy of the Dissertation upon 
request.  If you agree, kindly sign below acknowledging your consent and permission for 
me to conduct this study/survey in your District.  
 
Your signed agreement will be picked up on the day the surveys are presented. Your 
approval to conduct this study will be greatly appreciated.  
 




Evelyn Maxine Flood-Hines 
Ph.D. Student 
Clark Atlanta University 
 
_____________________           _______________________                   _____________ 





Teacher Referral Survey 
I. Please choose only one answer for each statement. Place a mark (X) next to the  
appropriate answer.  
 
a. My gender is:(1) Male______ (2) Female______  
b. My ethnicity is: (l) Black_____ (2) White_____ (3) Hispanic_____ (4) Other_______  
c. What grade do you teach: (1) Elementary_____ (2) Middle_______ (3) High_______ 
d. My age: (1) 20-25___ (2) 26-30___ (3) 31-35___ (4) 36 or older ________ 
e. Preservice training: (1) Yes_______ (2) No________ 
  
 
II. Instructions: Circle the number indicating you answer (1 thru 4). Please choose  
only one answer for each item and respond to all the statements. 
  
1=Strongly Disagree    2=Disagree  3=Strongly Agree    4=Agree 
 
Perception (personal epistemologies-the way people think) 
  
1.African-American students have behavioral problems- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
2.  African-American students make me uncomfortable- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
 
3.  African-American students are incapable of learning- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
4. African-American students are unteachable- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
 
5. African-American students are up-to-no-good- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
 
6. African-American students are aggressive- 








7. White students make me uncomfortable- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
8. I am fearful of my African-American students- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
9. I have an outright preference for not teaching African-American students- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
10. I hold African-American and white students to the same academic standard- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
11. Every effort is made to understand my epistemologies and the effect they have  
      on the students in the classroom- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
 
12.White students have behavioral problems- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
 
13.White students are unteachable- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
 
14.White students are up-to-no-good- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
 
15.White students are aggressive- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
 
16. I am fearful of white students- 
 1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
 
17. I refer student for disciplinary actions if I perceive that they are trouble- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
 
 Cultural Awareness (ability to appreciate the traditions and values of other cultures) 
  
18. I am aware that my biases and assumptions can have a negative effect on the 
educational needs of the African-American student- 









19. Increased efforts are made to support the African-American student towards  
      greater academic achievement- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
20. I judge the African-American student solely on their appearance- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
21. African-American students are just as good as their White peers in the classroom- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
22. I can tell if a student will succeed or fail because of the clothes they wear  
      and/or their hairstyle- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
23. I evaluate African-American students more negatively than White students- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
 
24. I appreciate my cultural background- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
25. My attitudes and beliefs about students comes from the media- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
26. I refer students for disciplinary actions based on their cultural background- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
27. My childhood teachings from my family influences the way that I teach- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
 
28. I am colorblind in my classroom when I apply discipline- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
 
Comfort level (Physically at ease-relaxed—complacency) 
 
29. If I am uncomfortable with a student, I refer them to the Principals office 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
 
30. I need help with assisting in the behaviors of my African-American male students. 









31. I need help with assisting in the behaviors of my white male students 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
32. I understand the differences in student cultural backgrounds- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
33. I grew up in a very diverse neighborhood- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
34. I can build caring classroom environments which emphasizes the importance  
      of teaching and learning- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
35. I value my student’s voice and opinions in the classroom- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
36. I teach with assertiveness- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
37. I emphasize and establish clear expectations in my classroom- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
38. Expected student behavior and routines in classrooms are stated positively and  
      defined clearly. 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
39. Problem behaviors are defined clearly- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
40. Expected student behavior and routines in classrooms are taught directly- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
41. Problem behaviors of all students receive the same consequences- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
42. Procedures for expected and problem behaviors are consistent with         
      schoolwide procedures- 










43. Classroom-based options exist to allow classroom instruction to continue  
      when problem behavior occurs- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
 
44. Instruction and curriculum materials are matched to student ability (math,  
      reading, language)- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
45. I expect African-American students to experience high rates of academic success- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
46. I expect White students to experience high rates of academic success- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
47. Teachers have regular access to written discipline policies  
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
48. In my pre-service teacher training, I was prepared to teach all students- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
 
Teacher expectations (E) measured how far teachers expected: 
49. My expectation of most of my current African-American students is that they will 
complete:  
1 = less than high school graduation, 2 = high school graduation, 3 = attend or complete 
2-year college, 4 = attend but not complete 4-year college, 5 = graduate from 4-year 
college, 6 = obtain a master’s degree, or 7 = obtain Ph.D., MD, or advanced degree. 
 
50. My expectation of most of my current White students is that they will complete: 
1 = less than high school graduation, 2 = high school graduation, 3 = attend or complete 
2-year college, 4 = attend but not complete 4-year college, 5 = graduate from 4-year 
college, 6 = obtain a master’s degree, or 7 = obtain Ph.D., MD, or advanced degree. 
 
  
Preconceived beliefs (a personal belief or judgment that is not founded on proof or 
certainty; an opinion formed beforehand without adequate evidence) 
  
51. Most African-American students come from single parent homes- 









52. Most Fathers of African-American students are incarcerated- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
53. Many African-American students will face violence outside of the classroom daily- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
54. Most African-American students live in high-violence communities- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
   
55. Teachers need to remove disruptive African-American students from classroom 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
56. Most African-American students have been involved within the juvenile justice 
system- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
57. Most African-American students have experienced trauma due to living 
environments- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
58. Most African-American students are defiant- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
Disciplinary practices- (ODR-Office Discipline Referrals) 
59. School discipline practices disproportionately exclude African-American 
students from opportunities to learn- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
 
60. School discipline problems determine the probability of arrest- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
 
61. I have referred mostly African-American Males for (ODR)- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
62. I have referred mostly White males for (ODR)- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
63. I have referred mostly female students for (ODR)- 








64. Suspension or expulsion is how I can control the “problem student”- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
65. My problem students are the African-American male students- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
66. My problem students are the White male students- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
67. I’m forced to use the removal from the classroom as a disciplinary strategy because of  
      my school’s discipline policy- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
68. Students who receive multiple ODRs develop a reputation among other teachers- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
 
69. My problem students are neither African American or White- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
70. Students displaying problem behavior in my classroom will increase their risk for  
      subsequent discipline referrals- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
71. My problem student is the White female student- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
72. Prior suspensions or expulsions of a student are indicators of student behavior  
      problems- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
73. I’m aware of my School policy and discipline practices- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
74. My school has zero tolerance policies- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
75. School leadership and discipline policies affect my decisions to apply discipline- 










76. The Principals’ attitudes favoring exclusionary discipline practices predicted the  
       likelihood of my usage of suspension and expulsion in my class- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
77. My beliefs align with the leaders at my school and impact my tendency to use  
      exclusionary discipline- 
1=Strongly Disagree    2=Disagree 3=Strongly Agree    4=Agree 
  
78. Positive relationships with students can help reduce disciplinary infractions- 















Georgia Department of Education
Assignment Counts to ISS and OSS for Middle School Students by Student Demographics and Grade Level, Selected Systems
School Year 2015-16 Student Record Data Collection System (SR 2016)
* NOTE - All figures are counts of ISS or OSS assignments, disaggregated by the demographics of the students assigned. These are not distinct student counts
Discipline Assignments to Students in Gender+Race/Ethnicity Category:
SYSTEM_NAME DISCIPLINE_ACTIONGRADE_LEVEL
Male, Race: 
Black Male, Race: White Total Students Total Black Total White
County A ISS 06 69 133 1029 207 986
County A ISS 07 71 106 974
County A ISS 08 55 217 985
County A OSS 06 28 17 1029 207 986
County A OSS 07 26 21 974
County A OSS 08 11 47 985
County B ISS 06 1220 399 8555 3716 4912
County B ISS 07 1026 448 8421
County B ISS 08 977 413 8588
County B OSS 06 743 140 8555 3716 4912
County B OSS 07 711 187 8421
County B OSS 08 593 145 8588
County C ISS 06 830 29 7101 6535 936
County C ISS 07 1287 47 7157
County C ISS 08 960 32 6983
County C OSS 06 1393 12 7101 6535 936
County C OSS 07 1505 22 7157
County C OSS 08 1653 41 6983
County D ISS 06 1561 341 13848 6653 4529
County D ISS 07 1698 395 13630
County D ISS 08 1552 394 13772
County D OSS 06 621 105 13848 6653 4529
County D OSS 07 724 151 13630



















Georgia Department of Education
Assignment Counts to ISS and OSS for Middle School Students by Student Demographics and Grade Level, Selected Systems
School Year 2016-17 Student Record Data Collection System (SR 2017)
* NOTE - All figures are counts of ISS or OSS assignments, disaggregated by the demographics of the students assigned. These are not distinct student counts
Discipline Assignments to Students in Gender+Race/Ethnicity Category:
SYSTEM_NAME DISCIPLINE_ACTIONGRADE_LEVEL
Male, Race: 
Black Male, Race: White Total Students Total Black Total White
County A ISS 06 64 109 1111 202 1036
County A ISS 07 44 134 1112
County A ISS 08 79 106 1041
County A OSS 06 15 24 1111 202 1036
County A OSS 07 12 42 1112
County A OSS 08 14 39 1041
County B ISS 06 1056 419 8607 3919 4910
County B ISS 07 1329 422 8516
County B ISS 08 1023 372 8631
County B OSS 06 560 176 8607 3919 4910
County B OSS 07 714 181 8516
County B OSS 08 546 199 8631
County C ISS 06 675 24 7288 5606 961
County C ISS 07 753 21 7013
County C ISS 08 805 27 7138
County C OSS 06 1321 26 7288 5606 961
County C OSS 07 1546 14 7013
County C OSS 08 1453 36 7138
County D ISS 06 1609 392 14204 7155 5340
County D ISS 07 1746 395 14069
County D ISS 08 1274 334 14280
County D OSS 06 578 126 14204 7155 5340
County D OSS 07 666 92 14063
















Georgia Department of Education
Assignment Counts to ISS and OSS for Middle School Students by Student Demographics and Grade Level, Selected Systems
School Year 2017-18 Student Record Data Collection System (SR 2018)
* NOTE - All figures are counts of ISS or OSS assignments, disaggregated by the demographics of the students assigned. These are not distinct student counts
Discipline Assignments to Students in Gender+Race/Ethnicity Category:
SYSTEM_NAME DISCIPLINE_ACTIONGRADE_LEVEL
Male, Race: 
Black Male, Race: White Total Students Total Black Total White
County A ISS 06 33 104 1151 215 1006
County A ISS 07 66 93 1115
County A ISS 08 31 180 1102
County A OSS 06 12 37 1151 215 1006
County A OSS 07 12 28 1115
County A OSS 08 5 45 1102
County B ISS 06 824 398 8912 4244 4851
County B ISS 07 985 429 8681
County B ISS 08 781 405 8579
County B OSS 06 495 166 8912 4244 4851
County B OSS 07 603 140 8681
County B OSS 08 494 159 8579
County C ISS 06 759 8 7661 6028 934
County C ISS 07 621 35 7255
County C ISS 08 647 29 6955
County C OSS 06 1186 12 7661 6028 934
County C OSS 07 1160 39 7255
County C OSS 08 1208 13 6955
County D ISS 06 1551 353 14486 7117 4600
County D ISS 07 1706 471 14458
County D ISS 08 1264 395 14290
County D OSS 06 586 110 14486 7117 4600
County D OSS 07 574 152 14458
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